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The regulation of study hehaviour of children in the
classroon is an important concern of educators. The type of study
behaviour manifested by children directly influences the quality of
learning derived from classroom instruction. Children who are able
to stay or-task, attend to teacher's instructional activities, and
relate to teachers and peers within the norms of classroom conducts
will benefit from classroom podacopy. Children's study behaviour
also affects the classroom process. Off-task and disruptive
classroom behaviours interfere vitb classroom instruction, undermine
the learning climate, thereby causing classroom management problems
for the teacher. other children will be distracted and the effect
is contagious. Precious instructional tiro is thus consumed in
controlling undesirable study lehavieurs instead of heing devoted to
teaching. In addition, the tax on the teacher's emotional and
physical energy can he streneous. 0 .i yen the significant impact of
children's study behaviour on the classroom process, and its
adaptive value to learning from classroom instruction, it is
therefore worthwhile to enouire into intervention methods that
teachers can use in the classroom to regulate children's study
hehaviour.
The educational concern over the regulation of study
behavior is even more immediate in the teaching of maladjusted
children. They often manifest problems in their study behaviour in
the classroom. They are found to he highly distractable and
inattentive. They have difficulties in attending to the teacher's
instruction and the learning materials. Then given classroom
assignments to do, they have difficulty to stav on hash. Thev are
easily distracted bv trivial, irrelevant stimuli. They have low
tolerance threshold to endure prolonged tashs and the frustrations
arising from coning with the tash demands. As such, disruptive
behavior of a single child will be oven more detrimental to the
classroom process in classes for maladjusted children. The effect
is contagious. The child's misbehaviour serves as a distractive
stimuli to other children and triggers off more disruptive
behaviours from them. The teacher soon finds himself being caught
in a chaotic classroom prevailed with classroom management
problems. Not onlv instructional time is wasted in policing over
the students, the teacher is also physically exhausted in beeping
order in the classroom. The drain in the teacher urdermires his
effectiveness in teaching and interacting with the students. The
frustrated, exhausted teacher is prone to label and scarenoat the
transgressing student, often overreacting for what the situation
actually warrants, o the other extreme, the teacher, being too
exhausted, simply takes a passive stance and underreacts to student
problems. It is therefore imperative, for the interest of both the
student and the teacher in maladjusted classes, to develop
intervention methods applicable in the classroom setting, which will
enable the teacher to effectively regulate the study behaviours of
this group of students.
The search for effective intervention methods to regulate
children's classroom behaviour has led to the growth of numerous
researches and intervention programmes, most of which involve the
application of behaviour modification principles in devising
contingency management procedures to effect control over the study
behaviours of students. The approach is based on the premise that
the individual's behaviour is primarily under the control of
reinforcing contingencies supplied by the environment fSkinner,
1953). However, attribution of the cause of behaviour solely to
external contingencies is increasingly found to be inadequate. For
one thing, the effect of reinforcing contingencies appears to vary
from one individual to the other, even if they are exposed to the
same contingency (Pouglas, 1973; Firestone, 1974; Freibergs 8
Pouglas, 1969; Parry, 1973). In the classroom environment, one .is
often intrigued by the observation that some students manage with
success to ignore distracting and irrelevant cues and sustain
appropiate study behaviour whilst others fail to do so. The
students are exposed to the same contingency, and yet they differ
markedly in their studv behaviour. One conjecture is that some
students do not know what it is to behave properly in the class, or
if they do, they are unable to perform the behaviour appropriate to
the situation in the midst of competing responses. The former
assertion is obviously unconvincing. Given the long years of
schooling, it is unlikely that these students fail to pick up
conventional norms for classroom conduct. On the other hand, the
latter assertion sounds more plausible. There are students who are
found to be easily distracted, incapable of sustaining
concentration to an on-going task. It is prudent to speculate that
some inner variables residing within the individual seem to be
operating in influencing the study behaviour of these students. It
is proposed here that the whole issue can be approached from another
perspective which attempts to explain the phenomenon in terms of the
individual's possession or the lack of self-control over his
behaviour. In other words, there is a shift of focus from external
control supplied by the environment to inner control exercised by
the person himself.
however, one should caution from overstating the dichotomy
between external control as opposed to self-control. Roberts and
Dick (19821 rightly points out that it is unlikely that the child
would behave in a self-control 1ed fashion without external prompts
to do so, and therefore self-control is not a discrete phenomenon
but exists along a continuum (p.276). Thus, the goal should be to
progressively reduce the degree to which children are dependent on
external support systems as ppompts for appropriate classroom
behaviour fGagne, 1965). The preference of self-control to external
control is obvious from both ethical and practical standpoints. It
is a humanistic value that human beires should be self-directed and
should assume control over his own acts. Self-control is therefore
more desirable than external control. Moreover, the development of
self-control ability in children should be regarded as an
indispensable goal in the education of children. This point is
particularly germane for maladjusted students who are
characterized by impulsivity and the lack of self-control (Brown f
Quay, 1977; Quay 8 Brown, 1980; Whaler 8 Henker, 1980; Paulsen,
1978). In fact., their lack of self-control over classroom
behaviours constitutes in part the diagnostic basis for labelling
them as maladjusted student. Thus, a logical step in helping this
group of students is to enhance their self-control ability. From a
practical point of view, self-control interventions, compared with
contingency management procedures, pose less demand on the teacher
and require less adaptation of the classroom process. In
contingency management procedures, the teacher is the agent to
exercise control on students' behaviours. Furthermore, the
classroom process has to be adapted to incorporate the setting up
and administering of the contingency. On the contrary, self-control
interventions use the individual as the agent of control. The
procedures do not interfere with the instructional activities of the
teacher, and do not affect other students beyond the individual
concerned. As such, self-control interventions are of greater
application value to teachers and are more adaptable for use in the
classroom setting. It is also probable that the development of
self-control ability in regulating one's studv behaviour can be
transferred and generalized to other realms of behaviour of the
individual. It was with these considerations that the investigator
initiated the present study to investigate the potential application
of self- control interventions in educational practice.
Purpose of the study
The notion of applying self-control interventions to
regulate the study behaviours of maladjusted children is
particularly attractive. For one thing, these children are found to
be extremely restive. The problem is not so much that they do not
possess the appropriate behaviour repertoire. Rather, the problem
is that they fail to demonstrate the behaviour in situations when it
is called for; or else they failed to demonstrate it freouent
enough, or to sustain it long enough in the situations concerned.
Inside the classroom, these children have very short attention span,
and are characterized by their inability to resist distractions. In
this respect, they are markedly poor in their self-control ability
in comparison with normal children.
Results from clinical studies fhuria 1969; Mischel£
Patterson; 19761 indicated that there are three aspects to explain
their lack of self-control. These three aspects are attention,
strategy use, and the use of speech. Maladjusted children are often
found to have inadecuate at tentioral process. Thev cannot sustain
their attention to the target behaviour CKeogh£ Margolis, 1976;
Krupski, 1980; Dykeman et al,aJ971; Fallahan£ Reeve, 1980). They
are also found to have difficulties in producing and using
strategies effectively, and thev are not spontaneously strategic in
most circumstances. Their behaviour is often inappropriate, not
goal-directed nor intentional (Douglas£ Peters, 1979; Camp, 1976;
Kohlberg et al, 1972; Prentice£ Kee.lv, 19631. They also fail to
use speech to guide their behaviour; and even if they do, they use
it ineffectively (Camp et al, 1977a, 1977b; Lidz, 1978; Douglas,
1980). These three aspects will affect the self-control ability of
maladjusted children and will be elaborated in the next chapter.
This study was initiated to investigate the use of
self-control interventions in improving the study behaviour of
maladjusted children in the classroom. The students were being
trained to use self-control strategies to help themselves to inhibit
off-task behaviour and to resist distraction in the classroom.
Previous researches showed that self-monitoring and
self-instructional training had proven efficacy in enhancing the
self-control of children over their own behaviours (Patterson f;
Mishel, 1976; Sagotskv, et al, 1978). Whilst there had been several
local researches on classroom management, classroom control, student
guidance and counselling, there had been no research effort in the
area of self-control. Thus, the first purpose of this study was to
investigate the effectiveness of self-control interventions to help
maladjusted children to regulate their study behaviour in the
classroom. The self-control interventions employed in this study
were self-monitoring and self-instructional training. The efficacv
of both strategies had been tested empirically, but not in the
context of classroom behaviours. .Furthermore, thev were relatively
easy to be applied in a classroom context and would cause minimal
interference to the classroom process. To verify the applicability
of these self-control interventions in classroom practice, a field
quasi-experimental design is adopted in this study. It was
considered that laboratory study, though allows for a greater
control of extraneous variables, was more susceptible to the threat
of ecological validity. Experimental results might not be
replicable when these were in a natural classroom context.
Self-control, as an inner event, may also be affected by
certain personality factors. It is hypothesized that self-esteem
and locus of control are the prominent ones that may moderate the
effectiveness of self-control intervention. Research literature in
the field of learning disability indicated that maladjusted children
are often characterized by low self-esteem. There is ready
explanation for this. In the contemporary society in which a
child's worth is often measured by his achievement in school, school
failures inevitably evokes negative appraisal by the child's
significant others, notably the parents and teachers. Thus,
maladjusted children usually have a poor self-concept. The odds
against these children work both ways. Low self-esteem in turn
adversely affects these children in the pursuit of achievement
activities. They believe they cannot be good, and as such they get
caught in a downward course of self-degradation. It is hypothesized
here that, low self-esteem will also interfere with the learning of
self-control. As the target behaviour is bad, to exercise
self-control over it amounts to being able to be good. This is
incompatible with their self-esteem. In other words, the
personality factor of self-esteem will interact with self-control
interventions, modifying its effect on these children's self-control
abi1ity.
The locus of control is another personality factor that is
closely related to the concept of self-control. It describes the
tendency for a person to attribute the outcome of events to his own
effort, or to external factors beyond his control. Internality Cor
internal locus of control) refers to attribution to one's effort, as
opposed to externality for external locus of control) which
attributes the outcome of events to external factors. A logical
derivative from the concept of locus of control has direct
implication to the outcome of self-control intervention. Children
with internal locus of control should be more responsive to
self-control training, and should be able to benefit from it, than
children with external locus of control. Thus, internalitv is
predictive of greater- gain for children undergoing self-control
training.
The second purpose of the study is to investigate the
moderating effect of these two personality factors- self-esteem and
locus of control- on the efficacv of self-control interventions to
improve the self-control of maladjusted children over their study
behaviour in classroom. It is hypothesized that subjects with
higher self-esteem will acquire greater gain through self-control
training than subjects with lower self-esteem. Similarly, subjects
with internal locus of control will benefit more from self-control
training than subjects with external locus of control.
To gain more information on these two personality factors of
maladjusted children, a side study was also conducted to compare the
profile of this group of children with their counterpart in normal
classes. It is envisaged that the former group should have lowrer
self-esteem and should be more external in locus of control than the
latter group.
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In summary, the purpose of this study is aimed to:
1. investigate the effect of self-control intervention in helping
maladjusted children to self-regulate their study behaviour.
Specifically, self-monitoring and self-instructional training
strategies he employed in a natural classroom setting to
help maladjusted. children to exercise greater self-control over
their study behaviour
2. study the profile on self-esteem and locus of control of
maladjusted children, and to compare it with that of children in
ordinary school
3. investigate the effect of self.-esteem and locus of control on
the outcome of self-control. interventions, namely,
self-monitoring and self-instructional training.
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Chapter 2 Review of Literature
I. The development of self-control in children
_. The concept of self-control
The terminology of self -control has been diverse. A
number of terms have been used by different authors in
denoting the type of behaviour that falls within the broadly
defined phenomenon of self-control.. It has been variably
referred to as self-control (Kanfer F Phillips, 1970),
self-management ('ahoney, 1972, 1974), self -monitoring
(McFall, 1970), self-directed (Harris, ].975), and
self -regulation (p.o] stad F, Johnson, 1972). They were
sometimes being used interchangeably, with the fine
distinctions bettITeen them being blurred by the loose usage
of terminology. In order to avoid the confusion, the term
self -control will be used throughout this study. However,
the terms used by other authors wi 1.1 be retained when their
work is being referred to.
The diversity in terminology has been fueled by the
different theoretical discussions that various authors tried
to offer in explaining the phenomenon of self-control. The
psychodynamic approach stressed on the developing
constraints of the superego on the early sexual urges of the
child. The behavioural approach explained self-control by
the way of environmental influences on the child's behaviour
through reinforcement contingency. The cognitive
developmental approach attributed self-control to cognitive
sophistication of the child with increasing age. In the
cognitive view, self-control is mediated bv certain
cognitive processes which develop over time (Pressley, 1979).
The diversity of theoretical explanation given to the
self-control phenomenon is reflected again by the plurality
of definitions for the term. Ferster (1962) defined it as
control of behaviour that may lead to ultimate aversive
consequences; or to emit behaviour that may not be
immediately gratifying but may ultimately increase
individual effectiveness. This definition is largely
derived from the social learning standpoint which regards
self-control behaviour as learnt behaviour through the
experiencing of behaviqpral consequence, both vicarious and
direct. However, this definition fails to make explicit of
the likelihood of the behaviour to be controlled in a given
situation, which is a significant variable that
characterizes self-control situation.
Kanfer (1970) defined a self-control situation as one
where there is a high probability that a subject will emit a
situational!)7 inappropriate behaviour, -ut instead emits a
more appropriate behaviour which was priori of lower
probability of occurence. This definition, however, evokes
the judgement on the appropriateness of a behaviour in a
given situation. Self-control becomes an attribute of the
observer more than a characteristic of the behaviour. As
such, there is no objective criterion to ascribe the label
self-control to the behaviour of a person.
According to Thoresen and Mahoney (1974), a person
displays self-control when in the relative ahseiu...
external constraints, he enrages in a behaviour whose
previous probability has been less than that of
alternatively available (p.12). It emphasizes on the
self-directed nature of self-controlled behaviour as the
individual willingly engages in it in the absence of
external constraints.
Thoresen a nd Coates (1976) offered
cognitive-behavioural definition of self-control, which
described it as learnable cognitive processes used in
generating responses which in turn alter factors modifying
over time (p.132). This definition clearly points to the
strategic nature of self-control response as the
individual's active attempt to act on the environment.
Kendall and Wilcox. (1980) offered an even more detailed
explication of the cognitive processes involved in
self-control. They described two components: cognitive
(legislative) and behavioural (executive). According to
this view, to exhibit self-control, deliberation,
problem-solving, planning, and evaluation are the active
cognitive strategies involved. Behaviourally, the
self-control led child has the ability, and follow the
deliberation, to execute the behaviour that is chosen, or to
inhibit behaviour that is cognitively disregarded.
Self-control is therefore regarded to be a goal-oriented
act, involving the behavioural ability to execute strategic
action plans mediated by cognitive processes in order to
achieve intended goals. For the purpose of the present:
study, Kendall and Wilcox's definition is not only
encompassing but also explicitly points to the nature and
process of effecting self-control. It suggests that
cognitive processes, strategy use, and behavioural
competence are all essential ingredients in a self-control
act. This property is essential for a study to investigate
the application of self-control interventions in educational
practice. Thus, it is adopted as the working definition
here.
B. The process of self-control
Deriving from the working definition of self-control,
a hypothetical construct of the nature and process of
self-control is first advanced here. This wall provide a
background for comprehending the mechanism by which
self-control interventions can influence the individual so
as to enhance his self-control ability over his own
behaviour. The self-control process is depicted to
encompass the following seouence of steps:
(1) The individual must be cognizant of the context in
which behavioural consequence is determined. This
involves an attentional process which enables the
individual to discriminate and perceive environmental
cues in the context. Furthermore, he must be aware of
the causal relationship between his own behaviour and
the consequence which he gets from the environment. It
is with this knowledge of the context and the
behavioural consequence he derives from it that the
individual will then be able to determine the goals of
behaviour: What is appropriate? What is desirable?
(2) before the individual can exercise self-control on his
own behaviour, he must be able to identify the
situation as a self-control situation. In other words,
he must be cognizant with the fact that he can alter
the behavioural consequence through modifying his own
behaviour in the situation even with the absence of
external constraints to force him to do so.
(3) In order to attain this self-imposed goal, the
individual has to be able to engage in cognitive
processes such as problem-solving, planning, and
strategy use in determining the behavioural strategy to
adopt
(4) Subsequent to these rciedi ational processes, the
individual then executes the behavioural strategy to
achieve self-control. In this regard, he must be
competent enough to carry out and follow through the
strategy until the desirable end is attained. During
the process, he has to monitor and evaluate the outcome
of it as a result of the self-control response. If the
result is positive, there is a high probability that,
the individual will continue to use the same
self-control response in similar situations in future.
The processes depicted above are covert and
private to the individual. On the other hand, for
self-control to be successful, the environment in which
the self-control response takes place has to present
certain properties to the individual. First, there
must be present environmental cues so that the
individual will he able to recognize it as a
self-control situation. Furthermore, these
environmental cues have to be available for detection.
Thus, these cues have to be salient enough to set off
the cognitive processes within the individual preceding
the self-control behaviour. Thirdly, there must be
present either environmental contingency which supports
the person to sustain the use of self-control strategy,
or the person can derive self-reinforcement through
engaging in self-control response.
Schematically, the self-control reponse depicted












































C. The development of self-control
The development of self-control in children is
demonstrated dramatically hv the contrast between the
chaotic, unsocialized behaviours of the new boni baby and
the compliance and self-monitoring that the young child
displays in response to the demand of the care-giver.
Self-control is therefore a product of socialization. The
process begins -almost as soon as the infant is born, but is
much accelerated when the young child acquires the use of
language. What follows is a developmental account of the
growth of self-control ability in children.
The ability to exercise rudimentary form of
self-regulation is a function of the cognitive development
of the young child. The evolution of self-regulation
parallels the child's transition from a sensori-motor
organism to one who begins to engage in reflective thought.
The child begins to interpret and comprehend the demands of
the care-giver, the family conventions, and social norms.
He begins to differentiate between the self and other, and
sees the relationship between one's behaviour and its
effect. As thought increasingly guides behaviour, the child
grows to understand that one's self controls one's actions,
and the self must initiate, maintain, or inhibit behaviours
in accordance with family and social conventions (Kopp et
al, 1983). Thus, by the preschool years, self-regulation is
reflected in the child's ability to comply with care-giver
requests, to delay gratification when appropriate, to
monitor one's own behaviour in the absence of social!zers,
and to modulate the intensity, frequency, and duration of
verba! and motor acts in social and educational setting
(p.94). On the other hand, self-regulation is also a
product of the child's environment. It exposes the child to
all sorts of external demands and constraints on the child's
behaviours and acts as required by family conventions and
social norms. The child learns from his environment its
behavioural codes, and the need to regulate his own
behaviour accordingly. Thus, self-regulation is evolved
from the reciprocal interaction between the child's
cognition and the environment.
Kopp (1982) outlined a developmental framework for
the ontogeny of self-regulation. She identified five phases
in the developmental sequence of self-regulat ion. They are
neuro-physiological modulation, sensorimotor modulation,
control, self-control, and self-regulation.
(1) Neuro-physiological modulation (birth to 2-3 months)
The infant has limited cognitive repertoire and
awareness of self. However, even as a primarily
reflective organism, the infant has the ability to
handle incoming stimuli, to shut out stimuli that are
too intrusive, and to self-soothe. Neuro-physiological
modulation therefore serves as a protective mechanism
and represents high survival value for the infant.
(2) Sensori-motor modulation (3 to 9 months)
The infant still possesses only limited cognitive
repertoire and self-awareness. However, the infant by
now can use component parts of his newly acquired
sensori-motor repertoire and chance acts in response to
events that arise. Although infants at this stage
demonstrate a limited orm of appraisal of situational
contexts, the appraisal is not based on understanding
but instead is a response to salient signals.
(31 Control (9 to 18 months)
The growth in cognition reaches a stage when the
child shows intentionalitv and goal-seeking
behaviours. He also acquires an awareness of an
existential self separate from others. The child
begins to comprehend social and task demand of a
situation as defined by care-givers, and is capable of
self-monitoring of behaviour when cued by prohibit]on
signals.
(4) Self-control (18 months to 3 years)
The phase is marked by appearance of
representational thinking and recall momory in the
child's cognitive repertoire. These new found
cognitive abilities enable the child to associate his
ovm behavioural sequences with events; and to remember
external code of behaviour. In essence, self-control
means self-initiated modification of behaviour because
of remembered information. Nevertheless, self-control
is limited. The child's capacity to display an act is
often short, compliance is occasional, and there is
limited flexibility in adapting net; acts to changing
situational demands. On the other hand, the sense of
self assumes significance in this phase, and the child
tabes pride controlling his own behaviour.
f5) Self-regulation (3 years plus)
The transit i on to se 1 f- reg u 1 a t i or. is
characterized bv the ongoing use of strategv in
responding to the appraisal of a given situation. The
child acquires an adaptive, more flexible form of
self-monitoring and planful behaviour. The shift from
self-control to self-regulation therefore parallels the
growth of such cognitive skills like evaluation,
planning, and problem-solving.
Kopp's framework describes the developmental course of
the acquisition of self-control and self-regulation in
normally developing children. As an extrapolation of Kopp's
thesis, children with impaired cognitive processes and
mediations] skills will have their self-control ability
adversely affected. In a review of the clinical literature
on the causal relationship between cognitive abilities and
problems in self-control, Kopn et al (1983) discovered that
such problems were associated with inadequate performance in
sustained attention task, use of cognitive strategies, and
verbal production in the mediation of behaviour. The
relationship between sustained attention and the ability to
monitor one's behaviour was suggested to arise from the fact
that the attentive child is able to extract cues from the
environment in guiding his behaviour. The inattentive child
would have difficulty in defining the demands of the
situation, and as a result, his behaviour tends to be
inappropriate. This line of explanation posits the lack of
self-control as situational]y inappropriate behaviour that
one displays in a given situation. Next, the attribution of
problems in self-control to difficulty in the use of
cognitive strategy follows logically from Kopp's
developmental framework. Difficulty in this regard takes
two forms- mediational deficiency and production deficiency
(Reese, 1962; Flavell et al, 1966). In the former case, the
child fails to use cognitive strategy to mediate his
self-control behaviour. In the latter case, the child has
no cognitive strategy in command, or fails to produce one
that can cope with the situational demand. The last
difficulty, that of verbal production, relates to the role
of speech in mediating behaviour. The idea is derived from
the work of Vygostky f] 962) and Luria (1960), which will be
elaborated later in this chanter.
The preceding discussion gave a cursory review of the
cognitive processes that may give rise to problems in
self-control. This discussion will be pursued in greater
depth in succeeding paragraphs, and its implications to
self-control training will be made explicit.
IT. Self-Control Intervention
A. Self-monitoring
How can we foster self-control? The
cognitive-behavioural perspective puts forward the
explanation that human performance is greatly affected by
the perception of cues or the attentional foci in the
environment (Mahoney f Thoresen, 1974). Referring to the
self-control process depicted earlier, an accurate
perception may enhance better knowledge of the context, and
afford the individual a better potential for behaviour
adjustment.
In order to enhance accurate perception of
environmental cues, one of the approaches is to manipulate
the environment so as to influence the child's attention,
and thus, his cognition of the environment (for example,
Zelnicker et a!, 1972; Mischel et al, 1972; Perry et al,
1975). A more direct approach is through cognitive
manipulation by using strategies to modify children's
perception of incoming stimuli in order to benefit
behavioural control (for example, Luria, 1969; Toner c7
Smith, 1977). Self-monitoring provides yet another strategy
to modify the attentional process of children.
Self-monitoring serves as a self-initiated cue to focus the
attention of the child to his own behaviour and its adequacy
in meeting the situational demand. With sustained attention
being secured on the target behaviour, self-monitoring sets
off a chain of self-processes which finally lead to
regulation of behaviour. The effect of self-monitoning on
the regulation of behaviour is explicated in the following
paragraph.
The role of self-monitoring in effecting self-control
There are two models to explain the effects of
self-monitoring on behaviour, both of them postulate the
effect of cognitive processes induced bv self-monitoring on
the behaviour of the individual. In the feedback and
self-regulation model, the individual is depicted to have
certain preset goals which give him the desire for change.
The individual then proceeds to monitor his performance and
behaviour. The self-monitoring act elicits covert
self-evaluation which evaluates the adequacy of his
performance and behaviour against the preset goals. This
provides feedback to the individual upon which he can adjust
his behaviour to minimize any discrepancy detected between
his actual performance and the self-imposed standard. Thus,
self-monitoring sets off a feedback loop in which
self-adjustive responses are made until the standard for
performance is met. In concurrence to this view, Kanfer
(1970) suggested that training of self-observation can
enhance the effects of self-regulation.
Alternatively, the effect of self-monitoring and
behaviour can be elucidated using an operant framework. The
operant consequences model emphasized the consequences of
behaviour, being either reinforcing or aversive. Generally
speaking, maladaptive behaviours ususallv have immediate
reinforcing consequences and delayed aversive consequence
(Ferster et. al, 1962). The individual thus fails to resist
withholding maladaptive response as the reinforcing
consequence is more immediate. By introducing
self-monitoring into the response consequence chain, it
bridges the delay between undesirable response and the
ultimate aversive consequences. At the same time,
self-monitoring may serve as conditioned reinforcer for
desirable behaviour that bridges the delay between the
behaviour and the long term reinforcing consequences.
The interest in the study of self-monitoring as a
self-control intervention is stimulated by the positive
outcome obtained in using self-regulation procedures to
effect behavioural change. The effect of self-regulation
and external regulation has been compared extensively. In
one study, pupil-arranged contingent requirement was found
to be more effective than teacher-specified contingent
requirement in improving academic performance (Lovitt 6
Curtis, 1969). Amongst the various self-regulation
techniques, self-reinforcement were found to be potentially
useful in behaviour modification, being at least as
effective as externally managedVT
reinforcement system (Glynn, 1970; Marston 0 Kanfer, 1963;
Bandura 8 Perloff, 1967). Other researches suggested that
self-observation and se]f-reinforcement had better
maintenance effect than external reinforcement (Kanfer and
Duerfeldt, 1967; Johnson, 1970; Johnson 8 Martin, 1972;
Bolstad 0 Johnson, 1972). The hypothesis was that the
positive evaluation of children's behaviour had secondary
reinforcing properties that could maintain the child's
attention to the task in the absence of token reinforcers.
Thus, self-regulation procedures provide a more practical,
inexpensive and powerful alternative to external regulation
procedures.
The promising findings from studies on
self-regulation leads on to the further exploration of
various components in the self-regulation process and their
relative efficacy. A basic issue is to confirm the
feasibility and accuracv of self-observation. It was found
that even, in young children, there was a relative high-
degree of accuracy of self-observation (Johnson 8 Martin,
1972; Bolstad 8 Johnson, 1972). Amongst the components in
the self-regulation process, the first and most important
step is self-monitoring as it provides the person with an
ongoing record of the behaviour to be regulated. It is also
speculated that the self-monitoring act will extend the
individual's self-knowledge which in turn will set up the
motivation for behavioural control. The motivational
dynamic postulated adds to the potential of self-monitoring
in helping maladjusted children since they often possess
inadequate self-knowledge. Even if they have certain
self-conceptions, these are often derived from labelling by
other people, which are mostly negative. In connection with
this, self-monitoring can provide these children a more
realistic record of their own behaviour, as well as its
changes in a more objective fashion. Efforts to change
one's behaviour, no matter how minimal fhev are, will be
noted by the individual himself. Such reflection will
enhance their motivation to change. In summarv, the
self-monitoring procedure, by way of its reactive effect on
the behaviour being monitored, renders itself a useful
self-control intervention to effect change on children.
Researches on self-monitoring
The efficacy of self-monitoring in modifying
behaviours in the absence of externally imposed
contingencies has been demonstrated by a number of
researchers (Broden, Hall f Mitts, 1971; Gottman b McFall,
1972; Johnson f White, 1971; Kazdin, 1974a. 1974b; Mahoney
et al, 1973; Lipinski et al, 1975; Nelson et al, 1975;
Sagotsky et al, 1978). The study by Broden, Hall§ Mitts
(1971) deserves more detailed description here. They worked
with two eighth-grade students in a classroom setting. They
wanted to examine the effects of sel f-monitoning by using a
single-subject design f N=1). Each subject was asked to
record her study behaviour when she thought of it during
lessons on a piece of paper. A reversal procedure was
adopted by systematically presenting and withdrawing the
self-monitoring factor over different stages. The subject,
after the baseline period, was asked to self-record for a
period of time and then stop the self-record for a
subsequent period. They demonstrated that systematic
self-monitoring dramatically altered the behaviour of the
subject in the absence of other changes in the environment.
The study used a simple recording procedure: marking a slip
of paper. This slip of paper gradually became a cue for the
subjects to engage in the desired behaviour, without
actually having to mark it. When the slip was removed, the
target bheaviour returned to baseline level. This study
suggests that a simple and not highly accurate nor complex
self-observation system may be adequate for inducing
behavioural change. It also shows that self-recording can
increase an appropriate behaviour and decrease an
inappropriate behaviour. Moreover, it also showed that an
outside agent, such as a counsellor, can use this technique
to modify classroom behaviour. The researchers concluded
that self-monitoring had great potential in initiating a
desirable behaviour, up to a point where the teacher in the
classroom can easily reinforce it with attention, praise,
grades, or other practical reinforcers in the classroom. In
other words, the change in the subejct's behaviour as a
result of systematic self-observation might have induced
changes in the environment, which in turn supported the
changed behaviour. In conclusion, self-monitoring, as
demonstrated in this study, can be employed for the
management of classroom behaviour.
The study conducted by Sagotsky et al (1978) on
self-monitoring and goal-setting provided yet another piece
of evidence on the efficacv of self-monitoring in enhancing
children's self-control in the classroom. The purpose of
this study is to compare the effects of self-monitoring and
goal-setting on students' study behaviour in the classroom
and academic performance. 2.0 grade 4 students, age from 10
to 13, were randomly divided into three groups. In the
self-monitoring condition, the students were asked to put a
check mark on a slip of paper whenever they we re aware of
themselves being on-task or off-task during mathematics
lessons. In the goal-setting condition, students were shown
a simple method of setting and recording daily performance
goals for their mathematics exercise. The result indicated
that exposure to the self-monitoring procedure produced
significant increase in both appropriate study behaviour and
in actual achievement in the mathematics programme. On the
other hand, exposure to goal-setting condition did not
produce effect on either study behaviour or academic
achievement. The researchers, in accounting for their
findings, explained that self-monitoring had an implicit
evaluative component, and it might also induce a general
plan for maintaining on-task behaviour once off-task
behaviour provided a cue to the subjects to return to
on-task more quickly. An added value of this study lies in
the fact that it is a field experiment, thus increasing the
ecological validity of its findings. Furthermore, the
procedure employed is simple enough for the students to
perform in the classroom without creating much interference
with classroom activities. The teacher does not have to
undergo additional work in administering the procedure.
The application of self-monitoring procedure in
educational setting is supported by other researchers.
Gordon (1979) used the self-monitoring approach to teach
first grade children concentration. As a result, there was
an increase in persistence at academic tasks. Hallahan et
al (1979) did a similar study but added a cueing procedure.
By observing a model's attending and unattending behaviour,
a learning disabled subject was taught to self-monitor
attention so as to increase his on-task behaviour in the
classroom. The result again supported the efficacy of
self-monitoring in increasing the target behaviour. Barlow
and Mayes (1979) studied the effect of self-monitoring on
academic performance and on-task beh aviour of third grade
children. The subjects were taught to self-monitor the
accuracy of their arithmetic answer and on-task behaviour.
It was found that self-monitoring was useful in increasing
on-task behaviour and academic response rate, but failed to
increase academic response accuracy. The researchers
suggested tht self-monitoring was most useful in increasing
behaviours that were well established in the child's
repertoire. In their study, both on-task behaviour and
academic response rate were skills that were already present
in the child's repertoire, and self-monitoning of these
behaviours was effective.
On the other hand, several investigators reported
negative results of their work, and cautioned against
drawing positive conclusion of the supposed effect of
self-monitoring. It was noted that the behavioural changes
might not necessarily be caused bv the use of
self-monitoring procedure (McFall, 1970; Mohoney et al,
1973; Stoliak, 196 J). Most of the studies on
self-monitoring often used an intra-subject design, which
made it difficult to safeguard the findings from the
contamination of extraneous factors, such as motivational
variables like attention or praise (Kazdin, 1974b), and the
placebo effect (Orne, 1970). Whilst these cautionary notes
should not be taken lightly, on the whole, the bulk of
research evidence pointing to the efficacy of
self-monitoring in affecting behavioural change is
reasonably strong. It is found that self-monitoring is a
procedure that can be applied to a wide variety of target
behaviours, though differential effects may be obtained
depending on what behaviours are being self-monitored. In
addition, the manner in which self-monitoring isv.__
administered may also affect its outcome. (Roberts 6
Nelson, in press).
R. Self-instructional training c
Returning to the earlier discussion on the inadequate
use of cognitive strategy bv maladjusted children in coping
with situational demand, a number of researches have shed
some light on this issue. In investigating the issue of
strategy-use as a factor in the self-control problems of
children, Douglas (1980) suggested that children with these
problems had difficulty in producing and using the
strategies effectively, as compared to normal children, when
the task demands were not highly structured. On-task
behaviour in the classroom setting precisely falls in this
category. Wellman (1977) posed two requisites for the
development of cognitive strategies. These are
intentionality and awareness. Intentionality involves
the production of means-end behaviour (Piaget, 1952;
Wellman, 1977), and awareness requires that actions are
appropriate, goal-oriented, and goal-directed (Willman,
1977). In other words, the use of cognitive strategies
involves the production of means-end behaviours that are
goal-seeking, and that the individual monitors and evaluates
his behaviours with respect to some preset goals, Given
these requisites, empirical evidence suggests that
rudimentary strategies emerge even in the second year of
life (Greenfield et at, 1972; Ricciuti, 1965; Johnson 8
Kopp, 1981). Then, why do maladjusted children fail to
produce and use adequate strategies in coping with the task
demand of a situation? Nenezra (1978, cited in Douglas,
1980) offered the explanation that (these) children do not
have sound strategies because their defective attentional,
inhibitory, and arousal systems have interfered with their
learning them, or even if they have learned them, the same
deficits will interfere with the children employing them in
a consistent manner (p.297). However, the question of the
origins of such problems still awaits empirical
investigation (Kopp et al, 1983).
Different approaches have been tried in teaching
children how to use cognitive strategies in dealing with
various tasks. They include simple instruction (Mischel 8
Patterson, 1976), modelling (Debus, 1970; Denny, 1972;
Ridberg et al, 1971; Wolf, 1972, 1973; Wolf a Cheyne,
1972). Both direct instruction and guided participation
have been found successful in training strategy-use. The
former approach is particularly relevant to the present
study, since it can be easily adapted for use by teachers in
classroom.
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The role of seech in mediating behaviour
Still another approachL used in teaching children how
to use cognitive strategies is self-instruction. The
influence of speech on behaviour has been studied
extensively by the Soviet psychologists Luria and Vygostky
(Luria, 1959 1961 Vvgots ky, 1962) and later by several
American psychologists (Cole & Saltzman, 1969 1.1fiIder,
1976). Luria proposed a developmental model for the
acquisition of verbal control to examine the interdependence
of thought, language, and. behaviour. The functional role of
private speech in task performance was studied in a number
of researches. In one study by Luria, the child's
verbalization was directly manipulated and the resulting
change in non-verbal behaviour :as examined. What result?
Vygotsky (1962) emphasized the internalization of verbal
commands as the crucial step to children's voluntary
behaviour control. The internalization process varies .i th
age, and there is an age increase in cognitive self-guiding
speech (Bem, 1567 Klein, 196 Kohlberg et al, 1968
Lovaas, 1.0164 Luria, 1959, 1961 PY'•eichenhai m F, Goodman,
1969a, 1969h). These results suggest a progression from
external to internal regulation. In the first stage, the
child's behaviour is regulated by adult speech. In the
second stage, the child's overt speech takes over and. in
the final stage, the overt speech has been internalized and
the child's behaviour is regulated by his covert or inner
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speech. Thus, according to the model, the child's act is
initially dependent on external control. and progresses to
internal control as the child grows older. In addition, the
guiding form of speech has also changed from an overt to a
covert form.
Given the mediational and regulatory function of
private speech. on behaviour, then, why do maladjusted
children fail to use speech to mediate their behaviour?
Even when they use it, why do they use it ineffectively?
The poor performance of these children in this regard has
been explained in terms of deficiency. The mediation
deficiency hypothesis (Reese, 1962) suggests that these
children do not mediate or regulate their overt behaviour
verbally. The production deficiency hypothesis (Flavell,
Beach F Chinsky, 1966 tvMoely, et al., 1969) depicts that they
do not spontaneously produce relevant mediators. The
comprehension deficiency, hypothesis (Bem, 1970) suggests
that they do not comprehend the nature of the problem in
order to discover what mediators to produce.
The deficiency hypotheses give rise to the
development of training programmes to facilitate the use of
speech by children in-guiding their own behaviours. These
are known as self-instructional training, the approach of
which is to change the media.tional process of the subject by
teaching him to use specific self-instructions or attend to
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Particular problem-solving, cues. Such mediationa] process
will lead the child to use effective strategy, self-monitor
self-evaluate, or self-administer reinforcement, depending
on the content of self-instruction, thereby producing
self-control behaviours.
Researches on self-instructional training,
The content of speech pl. arcs, its organization and
structure, and the level of detail the plan in stated, ca lI
affect the outcome of self-instruction. (Mischel. & Patterson,
1976). Luria (1981.) first noted the important function of
verbalization content in controlling the behaviour of the
young children in his experiment. For example, a
two-and--a-half year old reacted to the impulsive qua ity and
the acoustic aspects of the verbalization. Thus, in saying
"squeeze once", the child squeezed t1 Tice instead of once.
For a five year old child, he reacted rather to the semantic
aspect of the verbalization. Thus, in saying squeeze
once, the five year old chi id produced one squeeze
accurately. In consequence, Luria suggested the important
function of the verbalization content in controlling
children's behaviour, and that such content might interact
with the ace of the child.
Patterson F, Mischel (1976) did a study to compare the
relative efficacy of different types of self-instructional
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plans on preschool children's resistance to temptation.
They asked the subjects to work on a task. in the presence of
tempting distractions so as to get certain rewards. One
type of plan was to direct the inhibition of attention to
the temptation (temptation-inhibition plan). Another type
directed attention to the reward consequences of continued
work. A third plan focused attention to the task. itself
(task-facilitating plan). Each plan was presented in either
elaborated (that is, specifying the nature and exact words
of the plan) or unelaborated form (that i s, only the
attentional focus but not the actual words is given). They
discovered that the crucial element for facilitating
effective resistance to temptation was the use of a
self-instructional plan which directed the subject's
attention away from the source of temptation, whilst
directing attention to the task itself produced no effect.
In other .,ords, temptation-inhibition plans were effective,
whilst task-facilitating plans were not in
resistance-to-temptation situations. They drew the
conclusion that the efficacy of any instructional plan would
depend upon the relationship between the characteristics of
the par. ticul ar plan and the characteristics of the
particular situation in which the plan was implemented
(fischeI F7 Patterson 1976). Whilst tepmptation- inhibition
plan may be more successful in facilitating continued work
under highly salient temptation, a task-facilitating plan
may he more effective under less powerful temptation.
39
Moreover, the relative efficacy of different types of plans
may be affected by the subject's developmental level, and
other personal and cognitive attributes. All these will
have to await further research. Furthermore, research
results are inconsistent as to the relative efficacy of
elaborated plans compared to unelahorated ones when used by
children. (Meichenhaum F Cameron, 1.974 Paivio, 1971).
Research on the efficacy of cognitive
in increasing self-control ofself-instructional training
impul sive school. children was also carried out by
Meichenbaum & Good ma.n (1971.). In their first study,
subjects were trained individually first to talk to
themselves overtly and then covertly. It was found that the
self-instruction group, as compared to the control group,
had significant, improvement on the performance tasks, anus on
a measure of cognitive imp Lulsi vity. This improved
performance sustained, as reflected by positive results in a
one month follow-up assessment. The second study examined
the relative efficacy of the components in the cognitive
training procedures, again in altering impulsive behaviour.
The result indicated that cognitive modelling alone was
sufficient to increase students' response latency, but not
on the reduction of errors. Reduction of errors was
significantly increased only when self-instructional
training was added to the procedure. The latter also takes
the form of multi-component training packages. Meichenhaum
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(1977) listed the components as overt verbal modelling,
behavioural. modelling, direct instructions, and use of overt
self-instruction by the subjects with a fading procedure to
change over to covert self-instruction. Other components
include self-monitoring, self-reinforcement (Varni E Henker,
1979), contingency awareness (Snyder F1 White, 1979) and
contingency management (Kendall Finch, 1976, 1978). It is
of value to investigate which components in the programme
are more responsible for the effects obtained, and what
their relative effects are.
As the evidence of the researches cited here shows,
there has been demonstrated effect of self-instruction on
the self -regulation of children's behaviour.However, all
of them are laboratory studies, and none of them has
children's study behaviour as the focus of study.
III. Personality factors in self-control
A. Locus of control and self-control
The concept of locus of control (Lef. court, 1982),
as a personality trait in the attribution of causality
between one's behaviour and events, bears an important
relationship to the self-control of study behaviour in the
classroom. In the classroom, achievement activities take
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place alongside with other pleasurahie activities that do
not demand effort and hard work. The student has to be
able to persist in on-task behaviour even though. his
irrinediate desire may be to play, day-dream, or to have fun
with classmates. Such resilience to engage in productive
work whilst resisting more tempting activities requires
the student to be able to perceive future satisfactions in
giving up immediate, pleasurable activities. Thus,
achievement in classroom learning requires of the student
self-management conscious effort, and the sacrifice of
immediate pleasures in exchange for the possibility of
future goal-attainment. However, the student wi 11 not
pursue this goal if be doubts about his own potential
effectiveness, and attributes his success towards external
factors. He considers it beyond his power to make any
impact on the outcome of events. Thus, the concept of
locus of control. comes into the picture in predicting the
likelihood of the student to attempt self-control over his
study behaviour in the classroom.
Attribution theorist have explored causal.
attributions that can help to predict achievement-related
behavi our (Weiner, 1979; Weiner et al, 1972 Weiner et al,
1979). Weiner et al (1972) proposed a model that combined
locus of control and the stability of cause. They
concluded that "the choice to engage in achievement
activity is mediated by internal -variable factors, such as
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effort, that generate positive feelings; that is, persons
who perceive that outcomes in achievement activities are
determined by variations of their own effort, as opposed
to their more constant ability, will find more pleasure
engaging in their pursuits. Second, persistence despite
failure is said to be more likely if the causes of failure
are seen as variable. If had luck or lack of effort have
been responsible for failure, then hope for improvement is
still plausible. Tf one's effort or luck has been
failing, then change is possible and perhaps imminent.
(cited in Lefcourt, 1982, p.99). On t}he contrary, if the
cause of event is considered to he stable, the outcome of
w. hich i.s immune to variations of efforts, then the
individual will not engage in achievement activity.
Researches on locus of control
The relationship between: the perception of
causation and the investment of effort has been
investigated in a number of researches. It has been shorn
that achievement effort (Frankl.in, 1963 Lessing, 1969
Bar-Tal Bar Zohar, 1977) and the willingness or ability
to tolerate delays in the attainment of reinforcements
(Mahrer, 1956 Mi.schel et al, 1974 Karabenick F, Srull,
1978 Scrull F, Karabenick, 1975 Zytkoskee et al, 11971
Strickland, 1972) are related to the perception of
causation. The prerequisite for achievement activity or
long-range skill-demanding tasks is to have the conviction
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that one is controlled by internal. forces. This
hypothesis was initially supported by Bialer. (1961).
Bialer found that internals were more able to maintain
the tension associated with delays than "externals". The
more mature child, aware that his own efforts can
forestall failure, and being able to maintain the tension
generated by the postponement of immediate need
satisfaction, should therefore choose to deter his
gratifcation." (p. 306).
Mischel et al (1974) offered children with the
options of accepting small rewards early in the task or
working for longer range but larger prizes. They found
that internality for success was positively related to
persistence in the effort to obtain the larger, delayed
prizes iytherea s the internality for failure was not related
to the children's choice. Karabenick Srull(1978) and
Srull Karahenick (1975) found that- internals would
persist at a difficult task whereas externals would
withdraw easily experiencing initial- failures on the task.
In general, the researches cited support the
hypothesized relationship between internal-external locus
of control and the ability to defer gratification in the
pursuit of long range goals. However, the findings, were
not conclusive in some cases. For example, Walls Miller
(1970) could not verify the relationship between locus of
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control and deferred gratification. in a sample of welfare
and vocational rehabilitation clients. On the iThole, the
above review of researches suggested a p1.au, sible
relationship, between the locus of. control of maladjusted
children and, their self-control of study behaviour.
B. Self-esteem and self-control
Each individual has a unique identity, a unique
configuration of knoiledge about self, and an evaluation
of self characteristics as der. ived from interaction with
others. The individual's awareness of his existential
self constitutes his self-concept which are syry?bols that
blend together the enormous number of varied perceptiors,
memories, and prior experiences that are salient in the
personal lire of the individua1. The concept of one's
self.... is formed by the individual, and represents an
organization of separate experiences into some pattern
that provides meaning and order in his inner world.
(Coppersmith, 1967, p. 82 ). Thus, the formation: of
self-concept is a product of the individual's experiences
in interacting with the outside world. The significance
of a piece of experience to the person's private life
determines whether it will he assimilate' as ar. integral
part of his evolving self-concept. To a child, it is only
obvious that those significant adults in his life, notably
his parents and teachers, are most influential in shaping
his self-concept. The child comes to himself the way he
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was seen by these significant others. The self-concept,
as a mirror-r.ef lection of the self by others, in turn
affects how the child will organize future experience in
his relation to others and the world around hire. In this
connection, the notion of self-esteem. is useful to relate
self-concept to one's future experience. Whilst
self-concept is the symbol or image which the person has
formed out of his personal experience, self-esteem is the
person's evaluation of the image. It involves both
cognitive and emotional appraisal of those
self-characteristics. As a child sees himself through the
eyes of others, what he believes the others think of him
largely affects his Self-esteem (Rosenberg, 1979).
Positive evaluation by significant adults contributes to
positive self-evaluation, or. high, self-esteem, of a child
while negative evaluation works the opposite way. The
crucial point is that a child's self-esteem also reflects
his self-conf idence (Verma Pagley, 1 982). Children who
were functioning at high level of self-esteem were active,
exploratory, persistent children :rho participated fully in
daily activities at home and at school. They demonstrated
traits of self-confidence and social attraction, were
generally successful in their efforts yet were able to
cope with failure (Coopersmith, 1967). Furthermore, it
was found that perceiving the self as a capable learner
was a pattern of thinking that gave rise to the motivation
to learn in children (Adkins Batlif, 1972 Ballif
Kramer, 1978). On the other hand, children who
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experienced repeater' failures and negative appraisal by
significant others would doubt about their competence,
leading to a negative self-concept. Such failure
experiences would. also have profound effect on the
affective development of children who of tenn appeared sad,
withdrawn, and fearful.
Hotwwever, there was sparsely any research on the
relationship between self-esteem and self-control. Whi1st
self-esteem was Found to he positively correlated with
academic achievement (agsu1.983) and performance
expectation (Rogers Saklofskwe, 1985), there was a
notable absence of research, evidence in relation to
self-control. Nevertheless, if acquiring self-control is
r. egarded as an achievement activity, it is expected that
children with low self-esteem will, he least affected by
self-control interventions. A low self-esteem child will.
not consider himself capable of heir good, and w wi1.IL doubt
about their ability to exercise self-control using either
self-monitoring or self-instructional training
procedures. An indirect support to this conjecture is
derived from the findings that internality in locus of
control was positively correlated with self-esteem
(Masqud. 1983), and low self-concept was correlated with
more external locus of control (Rogers , Sakl ofske,
1985). Children who have high self-esteem will tend to
attribute their own effort as the cause of change. Hence,
these chilctren will be more responsive to self-control
interventions.
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Iv. Object of investigation
The preceding review of self-control 1iteratures has
amassed stfficcient research evidence to support the potential
value of the use of self-control interventions in helping the
individual to self-regulate his behaviour. A number of
approaches have been developed to help the indivi dual to
foster self-control. Amongst then, self -monitoring, use of
strategy, and verJhaI mediaatIi orn have been reviewed as to their
efficacy in of fectinc self.-control.
A. Self -control interventions
Self-monitoring procedure cues the chi ldd to attend
to the target behaviour and the incoming Stimuil It also
elicits covert sel f-instruction, thus providing a feedhack
loop through which self-adjustive response can he made to
meet the preset goal. Self-recording, a component in
self-monitoring, enhances self-control by shortening the
delay between und.esirable responses and aversive
consequences, so that the child will modify the behav iour
accordingly in view of the aversive consequence of the
inappropriate act.
Maladjusted children are all so found to be
inadequate in the use of speech. According to the
deficiency hypotheses, their lack of self-control is
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attributed to their inability to produce verbalization,
and use the verbalization to mediate their behaviour and
the inability to comprehend the nature of the problem in
order to discover what mediator to use. The second
approach is to incorporate strategy uuse it, th verbal
mediation. In this approach, the child is taught to use
self-instruction to mediate strategy use to help themself
remain on-task. Since the maladjusted children have to
cope with th a higly distractful classroom situation in
which competing stimuli tend to cue them off-task, they
are somewhat like being in a resistance-to-temptation
situation if they have to achieve self-control.. According
to the results of past researches, the use of
temptation-inhibition verbal ization appears to he an
effective strategy to help these children to remain
on-task.
B. Past studies on self-contro
host of the vast researches on self-control
interventions are laboratory studies. The experimental
conditions hardly resemble the natural conditions in which
self-control is to he applied in real life. For instance,
experimental subjects do not have to discriminate when and
in what context to use the self-control interventions
investigated in the experiment. Thus, most of the
researches only showed the effect of self-control
interventions in the experimental context, but failed to
49
to offer any inf ormation as to whether the same
interventions could produce the same effect in the
subjects' natural environment, or in novel tasks. The.
lack of ecological. validity and the absence of
generalization effect were found in studies on
self-instructional training (Camp et a], 1977 Douglas et
al, 1980 Glenwisk, 1976 Kagan, 1976 Meichenbaum
Goodman, 1971), studies on attentional training (Albert,
1969 Nelson., 1968), and studies on delay-of-gratification
using verbal. strategy (Patterson Mischel, 1976 Carter
et a1. 1978). Thus, there is a need to extend
self-control studies to natural settings, an example of
which i s the study try Sagot sk et al (1978).
C. Self-esteem, locus of control, and self-control.
Self-control, as a private event, is specul.ated to
he affected by two personality factors of the individual,
namely, self-esteeri and locus of control. The preceding
discussion of the literature review on these two factors
indicated that they would have a potential effect on the
outcome of self-control interventions. Thus, it is also
worthwhile to investigate their effect on the efficacy of
self-monitoring and self-instructional training in
modifying the study behaviour of real maladjusted children.
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D. Research questions
To recap, the purpose of this study is to
investigate the efficacy of self-control interventions in
regulating the study behaviour of maladjusted children in
the classroom setting. Specifically, the study seeks to
examine the following research questions:
(1) Can self-monitoring, improve the subjects'
self-control of on-task behaviour in the classroom?
(2) Can self-instructional. training improve the
subjects' self-control of on-task behaviour in the
classroom?
(3) Will the change in the subjects' study hehaviour
also be reflected in teacher's evaluation of the
subjects?
(4) Is the locus of control of the subjects related to
their self-control tendency?
(5) is there any difference in the self-esteem and
locus of control of mal ad justed children as
compared to their counterparts in ordinary schools?
(6) Will subjects with higher self-esteem gain more
from self-control interventions, namely,
self-monitoring and self-instructional training,
than subjects with lower self-esteem?
(7) Will subject with internal locus of control gain
more from self-control interventions, namely,
self-monitoring and self-instructional training,
than subjects with external locus of control?
Chapter 3 Method of study
T. Study 1 effectiveness of self-control interventions
A Ovprn pi,' rvC thp ctnHv
Tins study wa s a field experiment conducted in?
natural classroom setting. The subjects were students ir
the primary grades of a special school for maladjuster
children who were diagnosed to have emotional arc
behavioural problems which interfered with their learning.
The independent variables manipulated in the study were
self-monitoring and self-instructioral training. The
subjects were assigned into the following experimental
r nrv! i f i rsn c•
(11 Self-monitoring grown
C2d Self-instructioral training group
f5) Control group
tpnpnr! pnf mpaQi'rpc; arH iriQf rumpntafi on
The dependent measures were classroom on-task behaviour
and teacher's evaluation. The instrumentation for these
dependent, measures were adapted from other sources. The
instruments used in the study were as follows:
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(1) Classroom behaviour checklist:
This was an observational checklist for recording
the study behaviour of the siibiects observed in the
classroom. The checklist was adapted from a similar
checklist constructed by Roberts (1979) which was
expanded to include additional items. The checklist
ISTas comprised of ten items, representing four
categories of on-task behaviours, and five categories
of off-task behaviours (see Appendix A). the final
version of the checklist was drawn up after a pre-test
of the instrument. Modifications was made in the
initial draft of the instrument according to the
comments and feedbag. stlppl ied by the observers
involved in the pre-test.
The number of. behavioural categories in the
checklist were deliberately kept sma11 to make the
coding of study' ehavi ours relatively rana.geable for.
the observers. A more sophisticated and el al-orate
instrtument would render the task of coding very tedious
and difficult amidst the natural classroom process. It
was considered that the present instrument was adequate
for the coding of study behaviours into two polar
types: on-task as opposed to off-task. Before the
experiment, the observers were also given in-situ
practice in -using the instrument, until the inter-rater
reliability reached a 90% level of agreement in the
practice period.
The behavioural observation svsterr
Fvery subject was observed in each math period
during the baseline post-treatment period for a
two-minute interval. The order of observations was
varied systematically in each period so as to sample
behaviours from different part of the period for each
child. In each two-minute interval of observation, the
study behaviour of the swbiect was observed in the
first ten-second segment. The observed behaviour was
then coded into one of the ten behavioural categories
in the creel list. The next f ive seconds was allowed
for recording purpose. The procedure was then repeated
so that altogether eight observations we re made in the
two-minute interval. For each ten-second segment, a
score of 1 was given to on-task behaviour, and 0 to
off-task behaviour. Thus, the maximum score for the
two-minute observation interval was eight, and the
minimum score was zero.
Six observers were recruited for the study. They
were given training and practice until the required
level of inter-rater reliability was reached. The
observers were all teachers in the same school as the
subjects. Some- of them might have taught the subjects
in other lessons. Observation was made by one observer
for each class in each math period. The subjects were
first familiarized with the presence of the observer
during the practice phase. As far as possible, each
subject was observed by different observers during both
baseline and post-treatment phases of the study to
pumimize observer bias.
f 2) Teacher's eva1uation form:
This form was adapted from Kendal. 1 f Wilcox's
Self-Control Rating Scale (1979). Only those items in
the original scale that could reflect the study
behaviour of students we re adopted in this instrument.
They were translated into Chinese. There were
altogether 24 items in the form, each item was rated
bv the math teacher on a seven point scale. One word
descriptors were provided at the extreme ends as well
as the median position of the scale for each item. The
scale was scored 1 at the high self-control end,
nronressing to 7 at the low self-control end. There
were two equivalent forms for this instrument, being
designed for the purpose of testing inter-rater
reliability and post-treatment comparison (see Appendix
B). The form was first filled by the teacher one week
before treatment, and a second time on the day before
treatment, and a third time at the end of the
post-treatment period.
B. The pilot, study
As the study was a field experiment, and the
observation system designed to record the study behaviour of
the subjects vas fairly complicated, a pilot study vas first-
carried out before the main study, with sufficient leading
time to allow for any necessary changes be made in the main
study. The purpose of the pilot study was two-fold. First,
it offered an opportunity for the author to rehearse the
experimental procedures, so that refinements could be made
basing on the experience gained in the pilot phase. Second,
the author could also make use of the pilot studv to
pre-test the instruments used in the main studv.r
Design of the pilot study
Subjects: Nine students of one grade four class from the
same school as the subjects in the main, study were randomly
chosen as subjects for the pilot, study. They were randomly
assigned into three groups: self-monitoring group,
self-instructional training group, and control group, each
group consisting of three subjects.
Procedure: As in the main study, the study behaviours of the
subjects in math periods were observed and recorded by the
three observers on rotation. The subjects bad mat}] period
on each day, five days a week. Four were single-periods,
and one was a double-period. The latter was reserved for
ETV, and was therefore excluded from the pilot study.
The pilot study was divided into two phases: a
baseline phase, and a treatment phase.
(1) Baseline phase: Turing the baseline phase, an observer
sat at the bach corner of the classroom in the math
periods. Prior to this, students in the class were
first familiarized with the presence of the observer in
the class. .Recordinn began after the teacher started
off the teaching. The baseline phase lasted for six
math periods.
(2) Treatment phase: Immediatelv after the baseline phase
was over, the treatment phase commenced. On the first
day of the treatment phase, the author met each group
of subjects separately and told them her hope that they
would work hard in math. They' were told that she was
trying to improve their math result and wished to find
out whether the method would work. However, the
subjects were aware that instructions varied for
different students, and were reminded that they should
keep their instructions to themselves. Further
instructions then diverged for the different treatment
conditions.
(a) Self-monitoring condition
The subjects in the self-monitoring group
were given a record card with boxes on it fsee
Appendix C). They were told to note their study
behaviour during math periods from time to time.
If they found themselves attentive to the
teacher's instruction and were concentrated in
their work, they could put a check-mark in one of
the -blank boxes in the record card. On the other
hand, if they were not attentive or were not
working appropriately, they should put a cross In
the box. b'hen this occurred, the author suggested
that this served as a reminder to the subjects to
resume studying. The subjects were then given
examples to illustrate what was meant by
attentive and vorking, as opposed to
inattentive and not vorking. The subjects were
given a day to practise the procedures. They met
the author again, the next day to clarify any
problem they experienced in the rehearsal and to
make sure that the correct procedure was followed
by them.
fbl Self-instructional training condition
The subjects in the self-instructional
training group were also asked to note their study
behaviour from time to time in the math periods.
If they found themselves lapsed in attention and
were not working properly, they vere asked to say
subvocally to themselves the following statement
rsee Appendix D):
(The Eng1ish trans1ation of which. is:' 'No, I'm not
going to be distracted.) The content of the
statement was aimed to provide a
temptation-inhibition plan to the subjects when
they found their attention was waning. The author
gave examples to illustrate when the statement
should be said. Again the subjects were given a
day to practise self-instruction in the class.
They met the author ana in on the next dav to
clarify anv ciuerv thev had noted in the rehearsal.
(c) fontro1 condition
Subjects in th.e control group were simply
reminded of the importance of being attentive and
staving on-task in the class. To equate the three
groups on non-specific motivational factors that
mieht have introduced in the experimental
procedure, all the subjects were urged to work
hard in math periods when the treatment conditions
were administered to them. After the initial
instruction to the subjects at the beginning of
the treatment phase, there was no further
interaction between the subjects and the author.
Furthermore, in order to avoid teacher Mas, the
math teacher remained blind to the purpose and the
experimental procedures throughout the study.
Neither did he know the specific treatment
conditions the subjects were assignee] to.
Behavioral observations were recorded as in
the baseline phase, and the post-treatment phase
lasted, for six math periods.
Results of the pilot study
The results were reported in two parts. First,
the pre-test of the instruments used in the study,
namely, the classroom behaviour checklist and the
teacher's evaluation form. Second, the refinements on
the experimental procedures basing on the author's
experience gained and the self-report of the subjects
in the pilot study. The data obtained for the subjects
in the pilot study would also be discussed here.
(1) Pre-test of the instruments
Classroom behaviour checklist
Prior to the pre-test, the classroom
behaviour checklist was tried out by the author in
the classroom. Subsequently, the teachers in the
school were consulted as to the appropriateness of
the items in the checklist. They were asked to
evaluate these times basing on their observation
of the student' behaviours in classes. Following
this, six observer recruited for the main study
practised using the checklist in the classroom.
Their comments on the items led to further
amendments of the items. Inter-rater reliability
was then assessed by asking all six observers to
use the checklist to record a subject's study
behaviour in the classroom. An inter-rater
reliability of C.8P was finally obtained (see
Appendix E
As a result of the pre-test, the following
amendments were introduced to the initial draft of
the classroom behaviour checklist:
(a) The item Others was added to both the
on-task and off-task behavioural categories.
This item would take care of those behaviours
that could not he coded by other items in the
check!ist.
(b) The observers experienced difficulty in
placing certain observed behaviours under the
appropriate items. Consequently, some of the
items were specifed more clearly. Item
2..33 other non-study behaviours was changed to
playing with stationery, scratching head. I tern
2.11 was finally changed to did not look at
teacher. A new item leaving seat, loitering
was added to behavioural category 2.3 Off-task
behaviours (self).
Teacher's eva1uation form
Six teachers of the school were asked to use
the three enuivalent forms of the instrument to
rate the same child. The reliability coefficient
was found to be 0.06, 0.07, and 0.98 resepctivelv
for the three equivalent forms (see Appendix F).
The average i.ntra-rater reliability for the first
and second forms of the teacher's evaluation form
wa s 0.75.
Again, basing on the teachers' feedback,
amendments we re? also made in the three equivalent
forms. Items that could not reflect students'
self-control behaviour in the classroom, and items
that would not occur in the local educational
context, were deleted from the forms. These
items included:
Is the child accident prone?
Would the child more likely crab a smaller toy
today or wait for a larger toy tomorrow, if given
the choice?
Does the child disrupt; games?
Does the child butt into games or activities even
when he or she hasn't been invitee1?
(2) Refinement of the experimental procedures
The hehavi oura 1 observat; i on svstem
The observers were ashed to nractise using
the checklist to record behaviour with the aid of
a stop-watch in the classroom. o minimize
observer effect on the subjects, the observers
were asked to try out different positions in the
classroom until they located the most suitable
spot where tlfey could have clear view of the
subjects and yet remained unobtrusive as far as
possible. At the end of the practice, the
observers agreed that sitting at the back, of the
classroom was least obtrusive whilst maintaining a
rather clear view of the subjects.
Self-monitoring
Following a day's practice by the subjects in
trying out the self-monitoring procedure, one
subject reported that they found no difficulty in 
monitoring and recording their behaviour during 
class. The other two subjects had problems in 
f〇]lowinp the procedure and had left the recording 
sheet blank . They reporter! that they could not 
differentiate on-task behaviour from off-task
behaviour， and they often forgot to record their 
behaviour on the sheet. Subsequentlv, modelling 
an d  r o l e p]ay were emp]oyed to help the subjects 
r.〇 relearn how to d iscrim inate between the two 
types of behaviours， a nr1 to practise the recording 
process。 丁he subjects a]so reported that even
after marking a cross or the paper when off-task 
be^havi our was noted, they could not control
themselves, that is， returning to on-task
bebavioi.?r instead.
S e 1 f - i n s t n,ic t i on a 1 traini d .r
Subjects reported that they had difficulty in 
noting when to use se]f~instruction. Again, 
Ficxlellirsg ard role-play v：ere employed to help them. 
re~learn and practise when and how to use
self-instruction. Similar to the self-monitoring 
subjects, they a]so had the experience of knowing 
they were not behaving v/ell and yet unable to 
control their behaviours. Since self-in struct, ion. 
was a covert process, there v;as no way for the
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author to ascertain .if the subjects hid use the
strategy during the treatment phase.
Conseauently, a record sheet was designed for this
group of subjects (see Appendix D). A written cue
was printed on he sheet to remind the subjects
when to use self-instruction and the content of
covert verbalization. The subjects had to make a
check in the boxes on the sheet daily whether they
had used the strategy during the day.
(3) Ana 1ysis of data
As the sample size was small- three subjects
in each group- the presence of within-subject
difference would distort the reliability of the
data. In fact, ceiling effect was observed in the
behavioural observation score of a number of
subjects, thus .igasking the treatment effects that
might have existed (see AppendixG). In addition,
the observational period vas relatively short in
the pilot study. As a result, the influence of
situational factors op any single score, such as
the subject's temperament or atypical events in a
particular. day, would have disproportionately
distorted the overall result. Given these
cautions, the result of the pilot study was
presented below.
Self-monitoring group
The result of ANOVA for the between-group
comparison with control subjects did not show
statistically significant effect of self-monitoring on
thd dependent measure, that is, behavioural observation
score f F= 2.9 6 6, n.s) non-significant. Inspection of
the raw data discovered the presence of ceiling effect
in the baseline scores. This might have obscured the
effect of treatment. Using teacher's evaluation score
as dependent measure, the result of ANOVA again failed
to show significant effect of treatment (F=2.707, n.s.)
Self-instructional training group
Again, the result of ANOVA failed to support
significant effect. of treatment on the subjects
(F=0.060, n.s.). tts However, when the scores of
individual subjects were analysed, it was found that
two out of the three subjects in this groisp had indeed
gained in their post-test scores (post-test mean score
= 7, pre-test mean score= 6.57). The result of ANOVA
on teacher's evaluation scores also indicated
insignificant effect of treatment (F=2.745, n.s.).
Again, the results were consistent.
C. The main studv
The main study followed the same experimental
procedures as the pilot study. The necessary modifications
and amendments identified in the pilot study were
incorporated into the main study.
Design of the main study
Subjects: Two grade five classes of the school were
selected as the sample for the main study. Each class was
made up of 15 boys, giving a total of 30 subjects in the
sample. To avoid possible interference if both
self-monitoring and self-instructional training
interventions were appl i cd in. the same classroom, one class
was assigned to the self-instructional training condition.
The subjects in each class was randomly assigned to the
experimental group (N=8) and the control group (N=7).
Procedure: The same procedure as in the pilot study was
followed. The main study went through a five-week baseline
phase including a break during Easter Holidays, and a
five-week treatment phase.
(1) Baseline phase: Excluding the holiday break, a total
of 72 entries of observation record were made for each
subject for the entire baseline period, making up a
tota] of 720 seconds of observation time for sampling
the study behaviour of the subject.
(2) Treatment phase: A total of 128 entries of observation
record was made for each subject in the treatment
phase, making up a total of 1280 seconds of observation
time.
P. Limitation of the stuc.lv
As a result of practical constraints, the author wish
to point out a number of limitations in the design of the
present studv:
f11 The studied sample was confined to the grade 5 students
of a special school. As such, the result of the study
could not be safely generalized to maladjusted
students of other age groups, to other classroom and
school settings, nor to other student populations.
(2) The constraint of research resource put a limit on the
size of the sample. Moreover, only one school could be
included in the study. Thus, the study could not be
iustified to claim representativeness.
(3) the two self-control interventions, namely,
self-monitoring and self-instructional training, could
not be tested for their relative efficacy since
independent experimental design was set up for each.
This arrangement, was adopted to avoid interference if
both interventions were applied in the same class.
Another reason is that the class size is too small to
divide it into three groups for the two treatment
conditions and the control group.
(3) In field experiments, there are may extraneous factors
that may ,compound the validity of the results. Despite
precautions in minimizing the threats from these
sources, the present study still suffered from
undesirable contaminations, such as the uncontrollable
teacher response to the experimental set-up, and the
presence of an observer in the classroom. Another
source of threat came from the interference between
experimental subjects and control subjects in the class.
E. Results of study 1: Effectiveness of self-control interventions
ai 5anple characteristics in the main study
The sample for the main study was also drawn from the
same school of the pilot study. All the subjects were
boys. The two grade 4 classes of the school, with a total
of 30 students, served as subjects. The students in one
class was designated to the self-monitoring group and the
corresponding control group; students of the other class
constituted the self-instructional training group and its
control group. Tn each of the classes, the students were
randomly assigned to the experimental and control
conditions. Thus, the sample was divided into these four
groups: fa) self- instructional training experimental group
(SIE), (b) self-instructional training control group
(SIC), (c) self-monitoring experimental group (SHE), and
lastly (d) self-monitoring control group (SMC). The
number of subjects in each of the four groups were
respectively 8, 7, P, 7. The mean age of the sample is 12.P
years. The mean age for each group is respectively: 12.5
(SIE), 11.9 (SIC), 13.1 (SME), 13.9 (SMC) (Table 1).
Table .1 Mean age of subjects by group













Total 17 Q.1.« r. 0.94
b) Pre-treatment dependent measures of the sample:
(1) Classroom behavior checklist
The mean scores of on-task behaviour during the
baseline period for the four groups are respectively
5.3, s.d= 1.86 (STB); 6.4, s.d.= 1.1 (SIC); 5.4, s.c!.
0.49 (SME); and 5.3, s.d.= 1.06 (SMC). The mean
score for the entire sample was 5.5, s.d.= 1.04 (see
Table 2).
Table 2 Mean classroom behaviour score by group in
baseline phase














(2) Teacher's evaluation form
The self-control score of the subjects was
me a s ured by t he tea che r's e va3 u ation f o rm. In the
baseline phase, the self-control score was measured
twice, the first one (FM1) of which was taken one week
before treatment, and the second one (FM2) on the day
just before treatment (see Table 3).
Table 3 Self control score of the subjects in the
baseline period
Group
FM1 FT 2 FM1 8 FM2

























Note: Maximum score is 7
The average score of each of the groups falls on
the median position of the scale, and the range of the
group means is from 3.80 to 4.26. The internal
consistency of the teacher evaluation forms was high
with a mean of 0.08 (see Appendix H) and there was also
strong correlation between the three forms.
Effects of treatment on the experimental subjects
The treatment effects on the subjects in SIB and SME
groups were measured by the difference in pre-and
post-measurements on the two instruments: classroom
behaviour checklist and teacher's evaluation scale. The
significance of treatment effects on subjects in the
experimental groups in comparison with their respective
control groups was tested statistically by ANOVA.
The results indicated the absence of significant
effects of both treatment conditions: self-instructional
training and self-monitoring, on the on-task behaviours of
the experimental subjects in comparison to the control
subjects. The self-instructional method did not have a
statistically significant effect on the on-task behaviours
of the experimental subjects (F= 1.759, n.s.). There is no
significant relationship between the independent variable
fself-instructional training) and the dependent variable
(on-task behaviours). The same is true for the
self-monitoring group when compared with its control group.
Whilst direct observation of the subjects' study
behaviour in the classroom by an external observation
furnished primary data for the assessment of the effect of
treatment, teachers' evaluation of the subjects'
self-control in the classroom provided yet another source of
information. Again, the effect of treatment was assessed by
the difference in pre-and post-measurements on the teacher's
evaluation form. The difference in teacher's evaluation in
the baseline period and that of the post-treatment period
was compared between the experimental and control croups.
The statistical significance between the two groups was
tested using analysis of variance.
The results of ANOVA indicated that neither treatment
conditions had statistically significant effect on teacher's
evaluation of the experimental subjects when compared with
the control subjects. Thus, the self-control behaviours of
the subjects in the classroom were not perceived by the
teacher to have improved after treatment.
Thus, the effect of both self-monitoring and
self-instructional training, as assessed by both
instruments, was shown to be absent. This result
contradicts the hypothesized effect of these two
self-control strategies or the subjects' classroom
behaviours. It will he further examinee' in the subsequent
chapter so as to arrive at a plausible explanation for this
f i nding.
d) Correlation between classroom behaviour checklist score with
Teacher's evaluation score
It wa s hypothesized that subjects with high
self-control would be more on-task in the classroom than
subjects with low self-control. This hypothesis was tested
by correlating the teacher's evaluation score of the
subjects with their classroom behaviour checklist score.
The former measured the subjects' level of self-control,
whilst the latter measured the frequency of observed on-task
behaviours of the subjects in the classroom. Using Pearson
Correlation, the baseline score of the subjects on the
teacher's evaluation form was correlated with the baseline
score on the classroom behaviour checklist (-0.39,
s=0.037). likewise, the post-treatment scores on both
instruments were correlated with each other (042,s=0.012).
As the teacher's evaluation form was scored in the
direction of low self-control in ascending order, whilst the
classroom behavior checklist was scored on observed
incidence of on-task behaviour, both instruments were in
fact scored in opposite directions. In other words, subject
who ware high on the teacher's evaluation form would be low
on the classroom behaviour checklist. Thus, the negative
value of Pearson coefficient actually denotes positive
correlation between self-control and on-task behaviour.
Results showed that a moderate level of positive correlation
existed between the two sets of scores in both baseline and
treatment phases. The result therefore provided support to
the hypothesis that children with high self-control are more
on-task than those with low self-control.
IT. Stndv 2: The effect of self-esteem and locus of control on
the outcome of self-control interventions
A. Overview of the study
In the preceding chapter, it was postulated that the
outcome of self-control interventions in the first study was
affected by the personality factors, namely, the self-esteem
and locus of control of the subjects. The hypothesis was
that subjects with high self-esteem and internal locus of
control were expected to gain more from self-control
interventions. In the second studv, this hypothesis was
tested bv analysing the data obtained in the first study
with self-esteem and locus of control as independent
variables. Both the experimental and control subjects were
divided into two groups along each of the two paramenters-
self-esteem and locus of control:
111 hinh self-esteem, group versus low self-esteem group
(2) internal locus of control group versus external locus
of control group
The relative gain of the subejcts in their study
behaviour as a result of self-monitoring and
self-instructional training were compared between the two
groups for each of the tvro parameters: self-esteem and locus
of control.
As a side study to this, a profile of the self-esteem
and locus of control of maladjusted students was studied,
and was compared to that of their counterparts in ordinary
schools.
P. Instrument at i on
(1) Locus of control scale
This Scale was adapted from Nowicki f Strickland's
Locus of Control Scale for Children (Nowicki f
Strickland, 1972). The original scale has 40 items.
In this study, the short form of the scale was used,
taking the 19 items as suggested bv the authors. Of
the 19 items, 15 were the translated versions used in
two local studies: the studv on adolescent andJ
school-age students fLau, Cheung, 0 Chan, 1902), and
the Physical Fitness 0 Quality of Life Project (School
of Education, C.U.H.K., 1984). The remaining four
items were translated by this author (see Appendix I).
All the items in the scale, except the eighteenth item,
were scored in the external direction. A score of 1
was given to a ves answer for these items. The
eighteenth item was scored in the internal direction.
According to the results obtained in these two studies,
the scale was found to be reliable. In the Physical
Fitness Project, Cronbach's alpha was 0.74 for primary
school students, and 0.70 for secondary school
students. The reliability analysis of locus of
control scale, using Cronbach's alpha, was found to be
0.72 in this study (see Appendix j).
(2)Self-esteem inventory (see Appendix K)
The inventory was adapted from Coopersmith s
Self-esteem Inventory (Coopersmith, 1967). The
original inventory has 50 items. In this stud a
short form of the inventory was adopted, which was
originally- developed and used in a local study on
adolescents and children in school (ban, Cheung, f;
Chan, 1°°2). The short form was comprised of 25 items
translated into Chinese. All the items were scored in
the low self-esteem direction, that is, a score of 1
was given to low esteem response, and 0 to high esteem
response. The split-half reliability of the original
inventory is C.90 (Taylor C Reitze, 1968), and the
test-retest reliability was 0.88 over a period of three
ve a rs (Co one rsmi tb, 1967). I ioweve r, no data wa s
available for the short forms, but it would probably be
somewhat less stable due to the shorter length
(Coopersmith, 1967).
C. The side study
(1) Sample
Both the locus of control scale and the
self-esteem inventory were administered to all the
grade 3 to grade 6 students in the school from which
the studied sample was drawn, plus another school of
similar nature. Altogether, 280 maladjusted children
from these two schools were included. The two
instruments were also administered to 480 grade 3 to
grade 6 hoys of an ordinary school.
(2) Administration of instruments
To guarantee that all the respondents would
understand the items in the two instruments, they were
presented orally by the author or the class teacher in
front of the class before the respondents filled in the
answer.
(3) Results
fa) Locus of control
Oneway analysis of variance was applied to
test the difference in locus of control score
between maladjusted children, and normal children.
The result showed that there was significant
difference in locus of control score between the
two groups of respondents (F= 37.17, p 0.001).
Children from the ordinary school (mean score
5.13) were found to be more internal than the
maladjusted children. The mean scores for
maladjusted children from the two special schools
wTere 6.60 and 7.55 respectively.
(b) Self-esteem
Again, oneway analysis of variance was
applied to test if there was significant
difference between the self-esteem scores of the
two groups of respondents. The result was again
affirmative (F= 6.93, n 0.001). The ordinary
school sample had lower score (indicative higher
self-esteem) as compared to the special school
sampTe. The mean self-esteem score for normal
children was 10.79, whilst the mean scores for the
children of the two special schools were 11.61 and
11. .79 respectively.
f. The effect of self-esteem and locus of control on the
outcome of self-control intervention
(1) Self-esteem score of the experimental subjects
The distribution of self-esteem scores among the
experimental subjects in the two experimental
conditions, namely, self-monitoring and
self-instructional training, was shown in the table
be 1ow:














0veraI] a 8 7 3.20
The score of 13 was set as the cut-off point.
Subjects who had a score above it were designated as
the low self-esteem group, and the rest of the subjects
the high self-esteem group.
02) Locus of control score of the experimental subjects
The distribution of locus of control scores among
the experimental subjects was presented in the table
be1ow:














Overall ° 00'•v_yV_y 3.91
The exper imenta l su j ec t s  w r e  div ided in to  two 
g r o u p s : iRterna]  as opposed to  e x t e r n a l . The score  of
]C or the ]o rus  of contro] sc a le  set. as t l 、:e 
p o in t .  Sniejects \rirh a score  '^〇] 〇vj i t  were ( 'e s ip ra ted  
as the j n t r r r a ]  those above i t  the e x te r r a ]
p roup .
(3)  丁lie e f f e c t  of se l f -es t r -e rr  arc1 ] oc.rs of contro l  or 
s e l f - c o n t r o l  i n t e r v e r t  inn
丁] behavi  oi-ra 1 〇；：s^rva t  i on H a t n c o l l e c t e d  i r  the 
• f i rs t  stnr 'v .^：as re-anplyscy1 s r a i r ； with t r e  experimental 
sul- j e c t s  (A i vi Her1 in to  t ' ，o pronps !as i  n〇- on t h e i r 
sel f - e s t e e r  s c o r e s , ar-r1 a r r i r  or t  rei r  ] ocus of contro l 
s c o r e s . The in st iVy V e lpv jonr， ns nc'ayrr'r '
tl  r  hebavi onra l  c uecVl i s t ， v+.ns tal ' rJ  pter1 ip tab] e 6 F， 
7 (see r.ext p a r e、• As '-'as shoiT i r  t- '〇se tvo tab.1 os ,
t ) ；e r?u-r c1 rn t a fbebavi onra"! c]\nn(^ e score)  i ncj cated a 
penoral ppt te r^  : j d ' j r ' c t s  i -i t：h higher scl f-esterw a nr
i r t e r r a l  1ocus of c o r t ro ]  p e n p ra l ly  shoved posi t i vp 
charge i n s t r ^ y  I：olv?vi o n r , v;l• i 1 st  tJ^ei r c o im to ipa r t s  
a c t u a l l y  shoved re to i ' i  o r a t io n  in sti 'dv behaviour.  
Us j np rhi scuare  t e s t  of inr-ependenco, i t v;as found 
t h a t  th e re  v.，as s ign i f i ca n t ,  r e l a t i o n s b i p  (p <  0.01)
bet.\-een hi ah s e 1 f - e s t e ^ r  arc: p o s i t i v e  change in study
behaviour.  The r e s u l t  confirmed the hypos thes is  t h a t  
suf" j e c t s  wi th ]"igher se l f -e s te em  voi'lc； he rrore 
respons ive  to  s e l f - c o n t r o l  i r t e r v e n t i o n .  Both
- 81 -
self-morn tori up and self-instruct i on a1 training mere
found to be effective in a i. dine those subjects wi th
high self-esteem to self-rogu]ate their studv
behaviour. I. ibevuse, the result of Chi spuare test
also indicated a significant relationship between
internal locus of control and positive charge in study
bob a v i 011 r of t h e si :b j ec t s (p 0.10).
faele 5 Change in behavioural scores of experimental
j?1 b j ects: -v 1 ocus of cont no 1
Iocus of control
Fxterral group Internal roup









































Table 7 Change in behavioural score of experimental
s i ib 1 ec t s by self- e s t o em
Se l.f -esteem
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Chapter 4 Interpretation and discussion of results
A. Introduction
In the literature review reported in Chapter 2, the bulk
of research evidence generally confirms the positive effect of
these two strategies on the self control ability of children.
However, the results of the first study presented in the
preceding chapter fail to show positive effect of both the
self-monitoring and self-instructioral strategies in helping the
subiects to exercise self-control over their studv behaviour in
the classroom. The author attempts to advance here plausible
explanations and interpretations for such results.
The following discussion will firstly examine if there is
anv flaw in the experimental procedures. It is cautioned that
tbe subjects in the study night not follow the instructions, and
.if they did, they might not be able to apply the strategies
taught, or be resilient enough to sustain strategy use
throughout the experimental period. In connection with the
latter concern, a re-analysis of data is conducted for a
shortened three-day treatment period immediately after the
training of the subjects. This is then followed by a probe of
any potential problems with instrumentation. Lastly, research
literature on self-control intervention is re-examined with the
view to identify intervening variables that may account for the
negative findings in the study.
B. Review of experimental procedure
Both self-monitoring and self-instructional strategies
are covert processes. In the experiment, there was no way to
ascertain if the subjects had followed the instructions as told
to execute the strategies in the classroom during the treatment
period. In the pilot study, it was found that subjects had
difficulties in discriminating when to apply the strategies.
Subsequently, modelling and demonstration of appropriate
strategy use were included in the self-control training of the
subjects in the main study. Some subjects reported that they
found it easy to forget to apply the strategies in the
classroom. They got carried away by the happenings and
activities in the classroom. Moreover, even if the subjects did
execute the strategies appropriately, they might not be
resilient enough to sustain strategy use throughout the
treatment period during which behavior observations were made.
Since both strategies were covert processes, there was no way to
ascertain if these threats did take place. In light of this,
the observational scores of the subjects were re-analysed for
the first three days of the post-treatment period. In this way,
the threat of decay in strategy use would have been removed. If
the absence of result was indeed caused by this factor, it will
be showed in systematic difference between the experimental and
the control group in the re-analysis of data. The same
statistical analysis as in the main study was applied to the
experimental data for this period.
The effects of treatment are found to be statistically
insignificant for self-instructional training condition (F=
0.132, n.s.) and for self-monitoring condition (F= 0.266,
n.s.). It appears therefore that the negative finding cannot be
attributed to the decay of treatment effect over the extended
post-treatment period during which data were collected in the
main study.
C. Frobl ems wi th Inst inner tat i on,
Three instruments were used in this study, namely, the
classroom behavior checklist, the teacher's evaluation scale,
and the locus of control scale. The experimental effort on the
studv behavior of the subjects was mainlv measured bv the
classroom behavior checklist which was a modified version of a
similar checklist constructed bv Roberts f19 7 9). Potential
problems and difficulties in administering the checklist had
been cleared first in the pilot study. Yet, there still
remained the threat of construct validity.
The teacher's evaluation scale which was derived from the
Self-Control Rating Scale (Kendall 8 Wilcox, 1979) with slight
modifications, had three equivalent forms. Both inter-rater and
intra-rater reliabilities were established prior to the
experiment. Likewise, the locus of control scale which was an
adapted and translated version of the short form of the Locus of
Control Scale for Children (Nowicki, S., Jr. 8 Strickland, B.R.,
1972) had been previously used in two local studies (Lau, Cheung
5 Chan, 1982; School of Education, C.H.H.K., 1984). The
reliability of this scale was found to be satisfactory.
The construct validity of the three instruments becomes
the main concern, in particular that of the classroom behaviour
checklist. If the study failed to show the expected effect on
the study behaviour of the subjects, would it be that the
instrument did not really give a valid measure of the criterion
behaviour? In the test for correlation between the teacher's
evaluation score and behaviour observation score, it was found
that a moderate level of positive correlation existed between
the two sets of scores. Thus, subjects who were high on the
off-task end as measured by the classroom behavior checklist was
also evaluated to be low in self-control according to the result
of the teacher's evaluation scale. The researcher is therefore
confident to assert the construct validitv of the classroom
behavior checklist and there is no detectable problems with
instrumentation in the study.
p. Review of Research Evidence on Self-control Training
If the absence of positive result in this study cannot be
attributed to defects in experimental procedure and problems in
instrumentation, what else can it be attributed to? How can we
account for the present experimental result? The literature on
self-control training previously reviewed generally indicated a
positive effect of both self-monitoring and self-instructional
strategies on the self-control ability of the subjects, vet the
present result is inconsistent with the general findings of the
bulk of researches. In view of this, a more thorough review of
these researches was conducted in an attempt to identify the
intervening variables that might have operated in determining
the success or the failure of self-control training on managing
behaviours.
The present review includes the research studies
mentioned In Chapter 2- .Review of Literature- as well as
additional research studies which the researcher located after
the experiment in trying to account for its result. In
structuring the present review, attempts were made to identify
any systematic patterns that may exist in those research studies
showing positive results, and those studies that failed.
Availability is the only criterion for selection of the studies
in the review, limited only by the scope of search that the
researcher managed to make. The research studies are analysed
in terms of subject characteristics, research design,
variables manipulated, target behavior, and outcome. It
is envisaged that an inspection of these listed components will
reveal any systematic pattern that may have existed, and which
may offer an explanation for both positive and negative results
of self-control training in the study. The
result of this review is presented in a tabular format (see
Appendix L f M), followed by a discussion of the pattern
i d en t i f i ed.
F. Overview of research studies on self-instructional training
1. Research design
Most of the studies on self-instructional training were
laboratory studies (see Appendix L). Among them, positive
results were reported in the following studies: Eornstein f
Quevillon, 1976; Holroyd et al, 1977; Hackman 6 McLeans,
1 975; Kanfer et al, 1975; Meichenhaun, 1971; Spivack f
Shure, 1974; Piatt.£; Spivack, 1972a, b; Spivack 8 Levine,
1963; Hanel, 1974; Mischel f Patterson, 1976, 1978;
Patterson 8 Mischel, 1976; Hart it? f Kanfer, 1 973; Anderson,
1974; and Lovitt f Curtis, 1968. On the other hand, several
studies indicated negative results: Honda!, 1976; Slahy,
1973; Smith, 1975; Green, 1975; Prummonds, 1974; F1lis,
1976; Marge!is f Shemberg, 1976; Robin et al, 1975, and
Luria, 196!, 1969.
The bulk of research evidence collected does lend
support to the efficacy of self-instructional training,
though negative findings were also reported in a number of
studies. However, research evidence derived from field
experiments was notably scant.
2. Subj ects
Studies that showed positive results mostly had
preschool children as their subjects (Spivack 8 Shore, 1974:
Mischel 8 Patterson, 1976, 1978; Patterson 8 Mischel, 1976;
Partly 8 Kanfer, 1973; Anderson, 1974; Golden et al, 1977;
Pain, 1976; Master 8 Linger, 1°76; Birch, 1966; Strommen,
1973: Lovaas, 1964; Kcichenbaum 8 Goodman, 1969b, Meacham,
1973; Toner et al, 1976; Pornstein 8 Quevillon, 1976).
Nevertheless, a number of studies using adults as subjects
were also reported fFolroyd et al, 1977; Meyers et al, 1976;
Packman 8 McLean, 1975; Meichenbaum, 1971; Piatt 8 Spivack,
1972 a, b; Spivack 8 Levi re, 1963).
A considerable number of studies had children with
special problems as the subjects, notably impulsive and
hyperactive children (Meichenabum 8 Goodman, 1969a, 1971a;
Spivack 8 Shore, 1974; Camp et al, 1977; Kendall 8 Finch,
1978; Paikes et al, 1968, 1972a; V-at son 8 Wall, 1977);
children with learning problems (Piatt 8 Spivack, 1972a, b;
Panel, 1974; Bommarito 8 Meichenabum 1976); as well as
headstart children (Bornstein 8 Quevillon, 1976). These
studies also reported positive results.
However, a number of studies failed to obtain positive
results with the aforementioned subjects. For example,
several studies obtained negative results with prechool
children (Rondal, 1976; Meacham, 1978; Luria, 1961, 1969).
Other examples were found in studies on children with
special needs, including aggressive children (Ellis, 1976),
hyperactive children (Bugenthal et al, 1977), retarded
children (Guralnick, 1976), emotionally disturbed children
(Finch et a 1, 1.975), and ph.ohic chi 1 d ren (Meichenbaurn e
Cameron, 1973a). In addition, several studies using
elementary school children as subjects also obtained
negative results (Burren 6 Buchcr, 1978; Tower et al, 1978;
Wolf, 1972, 1973; Wolf 6 Cheyne, 1972; Green, 1975; Smith,
1975, Slaby, 1973).
On the whole, the studies surveyed above were
inconclusive as to the types of subjects with whom
self-instruct!oral training was proved to be effective.
3. Variables ma n i pu 1. a t e d
The nature of self-instruction, and the training
procedures adopted, were the two main variables manipulated
in these studies.
A variety of self-instruct ion contents were used with
positive results. They include problem solving fSpivack 8
Shure, 1974; Piatt 8 Spivack, 1972 a, b; Spivack 8 Levine,
1963; Parson, 1962; Grimm et al, 1978; Smith 6 Lovitt, 1976;
Watson 8 Wall, 1977), coping statements (Holroyd et al,
1977; Kanfer et al, 1975; Meichenbaum 1971, Bommarito 6
Meichenbaum, 1976; layers et a], 1976; Kanfer et al, 1975),
thought-stopping self-instruction (Kackman 6 McLean, 1975).
Some used more' systematic plan incorporating self-guidance
and self-reinforcement (Meichenbaum 8 Goodman, 1969a, 197a;
Bornstein 6 Quevillon, 1976; Panel, 1974; Pouglas et al,
1976; Barklev et al, 1978). Others used
temptation-resisting plan (Mischel 8 Patterson, 1 976, 1978;
Patterson 8 Mischel, 1976; 1'artig 8 Kanfer, 1973; Anderson,
1974; Lovitt 8 Curtis, 1968). Subjects' use of
self-instruction was also aided by picture cues in a few
studies (Camp et al, 1977; Kendall 8 Finch, 1978; Palkes et
al, 1968, 1972). A number of studies also used external
verbalization alongside with self-instruction (Golden et al,
1977; Bain, 1976; Master 8 Linger, 1976; Birch, 1966;
Strommen, 1973).
Again, other studies reported negative findings when
the same nature of self-instruction was used. Slaby (1973)
and Ellis (1976) had obtained negative results with
temptation-inhibition plan. Other verbalization contents,
such as praise (Green, 1975), self-guidance and
se]f-reinforcemnt (Finch et al, 1975), and consequence of
undesirable behaviour (Brumroonds, 1974) were found to be
ineffective. Likewise, self-instruction with systematic
plan (Finch et al, 1975) and with external verbalizations
(Meacham, 1978; Luria, 1961, 1969) were unsuccessful too.
It was also found that self-instruction only was less
effective than using it alongside with other variables
(Toner et al, 1978; Wolf, 1972, 1973; Wolf 6 Cheyne, 1972;
Meichenbaum 8 Cameron, 1973a; Bugenthal et al, 1977; Rumen
6 Rucher, 1978).
With regard to the training procedures adopted, studies
showing positive results mostly used modelling (Meichenbaum
6 Goodman, 1969a, 1971; Meyers et al, 1976; Hackman 8
McLean, 1975; Bommarito 8 Meichenbaum, 1976; Camp et al,
1977; Kendall 6 Finch, 1978; Pa Ikes et al, 1968, 1972;
Douglas et a], 1976; Barklev et al, 1978) and a shift from
overt to covert self-instruction in the training process
(Meichenbaum 8 Goodman, 1969a, 1971; Bornstein 8 Quevillon,
1976; Hackman 8 McClean ,v 1975; Hanel, 1 974). A few studies
also used game-like training (Brown, in press; Borkowski, in
press; Turnure et al, 1976). Only two studies using
modelling as the training device had reported negative
results (Guralnick, 1976; Finch et al, 1975).
In summary, it remains inconclusive as to the
relationship between the nature of self-instruct ion and its
outcome as mixed results were obtained in these studies.
One notable observation derived from the review was that
self-instructional training alone was less effective than
when it was combined with other variables. On the other
hand, there was strong evidence that modelling wa s an
effective approach in training self-instruction.
4. Target behaviour
Studies showing positive results predominantly aimed at
increasing on-task academic behaviour (Meichenbaum 8
Goodman, 1969a, 1971; Bernstein 6 Quevillon, 1976; Hanel,
1974; Hartig 8 Kanfer, 1.973; Anderson, 1974; Levitt 6
Curtis, 1968; Parsons, 1972; Grimm et al, 1978; Smith 6
Lovitt, 1976; Bommarito 6 Meichenbaum, 1976; Douglas et al,
1976; Bark ley et al, 1.978; Watson 6 Wall, 1977) as we 11 as
self-control (Mischel 8 Patterson, 1976, 1978; Patterson 6
Mischel, 1976; Camp et al, 1977; Kendall 6 Finch, 1.978;
Palkes et al, 1968, 1972; Brown, in press, Kestner 8
' Borkowski, in press; Tumure' et al, 1976; Lovaas, 1964:
Meichenbaum 6 Goodman, 1969b; Meacham, 1973). Other studies
aimed at the delay of reaction (Golden et al, 1977; Bain,
1976; Master 8 Binger, 1976; Birch, 1966; Strommen, 1973),
decreasing cheating behaviour (Monahan 8 O'Leary, 1971,
Toner et al, 1976; Toner 8 Smith, 1977; O'Leary, 1968),
increasing cause-effect thinking (Spivack 8 Shure, 1974;
Piatt 8 Spivack, 1972a, b), reduce irrational speech (Meyers
et al, 1976), controlling anxiety and obsessive thoughts
(Hackman 8 McLean, 1975; Meichenbaum 1971), and decreasing
headaches (Holroyd et al, 1977). The variety of target
behaviours investigated in these studies was indeed nch.
Again, results inconsistent to the ones above were
found in a number of studies. Several studies reported
negative findings with the following target behaviours:
motor behaviour (Meacham, 1978; Rondal, 1976; Luria, 1969),
academic tasks and tests (Robin et al, 1975; Bugentahal et
al, 1977; Guralnick, 1976), attending behaviour (Smith,
1975; Green, 1975), resist-to-temptation (Slaby, 1973),
increase in self-control (Burren 8 Butcher, 1978), decrease
in disruptive or agressive behaviour (Prummonds, 1974;
Ellist, 1976), control in impulsivity (Toner et al, 1978;
Wolf, 1972, 1973; Wolf 6 Cheyne, 1972; Finch et al, 1975),
and elimination of fear (Meichenbaum 8 Cameron, 1973a).
5. Outcome
Of all the studies that obtained positive results, only
a few had showed maintenance of the treatment effects
.(Bornstein 8 Quevillon, 1976; Holroyd et al, 1977; Meyers et
al, 1976) or generalization of the effects to other areas,
for example, reading skills (Watson 8 Wall, 1977). For most
of the studies, there was an absence of generalization
effect (Burns, 1972; Higa, 1975; Robertson 6 Keely, 1974;
Robin et al, 1975).
It was also found, that the nature of the target
behaviour also affected the outcome. For example, Meacham
(1978) found in his study that it was easier to shift the
d i r e c t i o n  of a hike than to s top the bike when 
s e l f - i n s t r u c t j  on was u s e d . Likewise,  sub j e c t
c ha ra c t e r ]  s t  i cs  might be another  interveninfT f a c t o r  in
d e t e n r i n i n p  outxome. Bugenthal  e t  a] 〇  977) found t h a t  
s e l f - i n s t r u c t i  orui] t r a i n i n g  v；as e f f e c t i v e  o.nly v; i t r  those 
s i ' ^ j ec t s  v.'l.o be l i eved  t h a t  they could cont ro l  t h e i r  l i v e s .
Ar. o t  h e r  i np o i' t ? p t  f  i n d i_ n r , ^ e n t  i on cd e a r 1 i e i ' , ya s t ha t
s e l f - i n s t r u c t i o n a l  t r a i n i n g  per  se \:as not  as e f f e c t i v e  as 
s e l f - i n s t i i J c t i o n a ]  t r a i n i n g  p]us  o t h e r  v a r i a H e s ， s i x ；' a? 
s e l f - i n s t r n c t i o r  v;i th peer  n o d e j ' s  s e l f - c o n t r o l  behaviour
「 Toner et  a ] ， 1。78; Wo]f， ] 。72， V:o]f & r he y ne ， ] ? ^2), 
s e l f - i n s t r u c t  I c r  p lus  e x t r i r s i c  arid i n s t r i n s i c  b e n c r i t s  
O-urrer  r； r .ucber,  1.P78), and s e l f - i n s t r u c t ]  on r ehea r sa l  \：i t.\' 
a p p l i c a t i o n  t r ^ i n i n p  cbenbauir f, Cameron, l °73a) .
F . Overview of r esea rch  s t u d i e s  on se] C~moni t o r i  rn1 
1 . Research r:esi pti
The st i 'di  es reviewed here which obtained p o s i t i v e  
r e s u l t s  er^pl oye^d a v a r i e t y  of r esea rch  des igns  ( see 
Append i x M) • Sever a.] s tudi  es were l abor a to r y  s t ud i e s
(Cavier  f； ^-arabot to,  1976; Ka zd i n , 1974a; Tl^onias, 1971; 
Gordon, 1979; Bandura  ^ Per l  o f f ,  ] 967; Nelson et  ;<],
] 976a). On the o t he r  band, f i e l experinsents were a l so 
atternptoc1, of v'hich seine /ere conductec1 in r e^u ln r  cl assroor1
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setting (Broden et al, 1971; Gottman 8 McFall, 1972;
Barlowes 8 Hayes, 1979; Sagotsky et al, 1978; Glynn et al,
1970, 1973; Glynn 8 Thomas, 1974; Richards et al, 1975),
whilst others involved special classroom settings, such as
classes tor learning disabled children (Ha11 ahan et al,
.1979, 1.981; Hallahan 8 Lloyd, 1981; Hallahan et al, 1982;
Kneedler 8. Hallahan, 1981; Rooney et. al, 1 984) and
retardates (Nelson et al, in press). Two studies used
int ra- si ib i ec t desi gn fT rod en et al 19 71; Rozenshv, 1974).
For those studies that indicated negative results, most
vere field experiments (McFall, 1970; Lipinski et al, 1975;
nelson et al, 1976: Santogrossi et al, 1973: Trukewitz,
O'Learv, 8- Tronsrnith, 1975; Mahonev, Hour a 8 Hade, 1973). A
few were laboratory experiments (Hayes 6 Cavier, in press;
Mai etshy, 1 974). On the v.hole, positive results were
generally obtained in research studies involving a variety
of research designs. Indeed, several studies supported the
application of self-monitoring in regular as veil as special
c 1 ssroom se11. irgs.
2. Subjects
Most of the studies used elementary school students as
subjects, and they generally reported positive results
(Gottman 8 McFall, 1 972; Richards et al, 1975; Barlows 8
Hayer, 1979; Gordon, 1979; Lyman et al, 1975; Sagotsky et
al, 1978; Glynn et al, 1970, 1973; Glynn 8 Thomas, 1974;
Panoura 8 Perl off, 1 967). Several studies involving
learning disabled children also showed positive findings
(Mall aban et a 1, 1979, 1981; Mal l ahan 8 Lloyd, 1981;
Hal 1 aban et al, 1982; Tl0yd et al, 1 982; Kneedler 8
Ha 11aban, 1981; Rooney et al ln84). A few studies that
obtained positive results used other subjects, such as
junior high students fMcFall 8 Manner, 1971; Proden et al,
19711, college students (Cavior 8 Karahotto, 1976; Mahoney
et. al, 1973), retarded adults (Nelson et a1, 1 976a; Mel son
et al, in press), smokers M'cFall 8 Manner, 1971; Pipinski
et al, 1975; Pozenshy,] 974: I'cFall, 1970), obese adults
fPonanczyk, 1 974; Pel lack et al, 1974). Thus,
self-monitoring was found to be effectivc with a broad range
of subjects. F'n the other band, studies sbowirn negative
findings had sure jets ranged from young children to adults
(McFall, 1970; bipinsbi et al, 1975h; Nelson et al, ]976
3. Va r i a He s n a n i n u 1 a t ee
The present review disclosed a number of variables tbat
were manipulated in the research studies cited here. These
variables were found to have influence on the effect of
self-nonitoring:
Motivation: It was suggested that self-nonitoning was
successful if the subjects were motivated (McFall, .1970;
McFall 8 Manner, 1971; Lipinskj et al, 1975).
foal, feedback, reii nforcenent: The use of so] F—rnoni toring
to effect change cas facilitated by the provision of
specific goals, feedback to the individual, and
reinforcement ftroden et al, 1 975; Kazdin, 1974a; Pichards
et al, 1975; Kolb et al, 1968; Lyman et al, 1977: P.olst.ad E
Johnson, 1972; Johnson E Nnrtin, 1 972; Johnson, 1970; Kanfer
f Pnerfeldt, 1967; Poonev et al, 1984; Pandora f Perloff,
1967).
Va1 ence; The self-monitoring of positive hohavionr was
found to lead to increase in positive behaviour, ard
conversely for negative behaviour fProden et al, 1971;
Nelson et al, 1 976a; Oavior f Narahotto, 1 976; Kazdin,
1974a; N'cFall, 1 976; Naves E favior, in press).
Timing: Self-monitoring prior to the target behaviour could
induce greater reactivity O'anfer, 1°70: Pozenshv, 1974;
Pel lack et al, 1974). Nov-ever Nelson (1976) found that
there via s no difference wh ether self-moni tori ng took place
before or after classroom verhalization. On the other hand,
sel f-monitor i ng through video confrontation wa s found to
have attained better results due to the absence of other
distractive stimuli (Thomas, 1971; Cavior E Marahotto, 19761.
Nature of self-monitoring device: The presence of a cue was
found to facilitate self-monitoring, particularly if the cue
was easily accessible and was coupled with interna!
dialogues as well as concrete aids (Nelson et al, in press:
SagotsVy et al If??; Fall aban fi lloyd, l??l; Hallahan et al,
1 982; Lloyd et a], 1982; Kneedler 8, Hallahan, 1981; Roonev
et a 1, 1984; Glynn et al, 1970, 1973; Glynn£ Thomas,
1974). Kaletsky (1974) suggested that the absence of
significant cue would increase undesi raMe behaviour.
Nature of target behaviour: Non-verbal behaviour was found
to be more reactive than verbal behaviour fPeterson et al,
1 975; flayer 8 Cavior, in press). The self-record of urge
was more effective than the self-record of actual behaviour
O'cFal1, 1970; Cottnan 8 NcFall, 1972).
Schedule of self-monitoring: Continuous self-monitoring was
found to be better than intermittent recordine 0'al-onev et
a], 1973; Frederiksen et al, 1975). Moreover, the effect of
sel f-moni tor i ng decreased when more than one behaviour was
self-monitored (Hayes 8 Cavior, in press).
4. Targe t Feba viour
Positive results were obtained in using self-monitoring
to modify study behaviour and on-task behaviour 8?roden et
a 1 1971; Gottman P. McFall, 1 972; Richards et al, 1 975;
Barlows 8 Hayes, 1979; Gordon, 1979; Kolb et al, 1 968;
1 ahoney et al, 1 973; Sagotsky et al, 1978: Hallahan et al,
1979, 1981; Hallahan 8 Lloyd, 1981; Hallahan et al, 1982;
Lloyd et al, 1982; Kneedler 8 Hallahan, 1981; Penney et a],
1984; Glynn et al, 1970, 1973; Glynn 8 Thomas, 1974).
Several studies also obtained positive results with social
arc verbal behaviour as the target behaviour (Nelson et al,
1976a; Cavior f- Marabotto, 1976; Peterson et a], 1975;
Thomas, 1971; McFall, .1976; Mel son et a], in press).
Self-monitorinp was also found to be effective in mod ifvine
a variety of behaviours, such as increase in self-reference
statements (Kazdin, 1974a), tent cleaning (Lyman et al,
1 9751, wbeel turning (Bandura 6 Perl off, 1967) decrease in
inappropriate verba 1izations fPandora 6 Perl off, 1967),
decrease in inappropriate verbalizations (Proden et al,
1 971; Cavior Marabotto, 1976; Hayes f Cavior, in pressi,
decrease in undesirable behaviour (Nelson et al, 1976a,
Kanfer, 19701, reduce in srnobirg (HePal 1? Hammer, 1971;
LipinsV.i et al, 1975: McFal 1, 1 970; Rozensby, 1974;
Frederibsen et al, 1975), and weight control (Pomanczyk,
1974; Pollack et al, .1 9741. Judging from the results of
these studies, there was considerable research evidence to
support that self-monitoring was effective in modifying
s 11 id v a rd on -1 a s1 b eh a v j oi ir so
5. Outcome
An important observation drawn from this review was
that self-monitoring could have been more effective if it
was used jointly with self or external reinforcement
(Polstad 6 Johnson, 1972; Johnson 6 Martin, 1972; Johnson,
] 970; Kanfer f. Fuerfcldt, 1967; Bandura£ Perl off, 1967;
Kolb et al, 1965; Prod en et al, 1971; T.yman et al, 1975).
In fact, Mahoney et a], MP73) and Stollak f1967) cautioned
that the effect of self-monitoring might have actually been
caused hv other extraneous factors, such as motivation and
experimental effect. Lastly, the study by Cordon f1979d
suggested that the effect of self-monitoring could be
generalized to different settings and tasks.
G- The absence of effect of self-monitorinn strategy
In this studv it uas postulated that self-monitorinr
strategy induces a reactive effect on the subjects' behaviour bv
cue i re their attention to the tar rot b-ehavi or so that it vn 11 he
amenable to the self-control, of the suhiects. however, the
hypothesized outcome was not demonstrated in the experimental
group of subjects. In taking a re-examination of the
self-control mechanism postulated to he set off by the
self-monitorinn strategy, it is noteworthy that the postulated
mechanism is by and large ':a covert process resided in the
individual, and this covert process is liable to the influence
of a number of internal as well as external factors. These
factors may either directly or indirectly affect the efficacy of
the treatment procedure in the experiment. These factors, and
the way they interfere in the covert self-control process, are
discussed in light of the patterns identified in the preceding
review of research or self-monitoring.
1 . The w i t h i n - c h i l d  f a c to r s
Since  s e l f - m o n i to r in g ,  as in the  t r e a t ment  procedures 
of  t h i s sti.'c'y, i s  pure lv  a cover t  proces s ,  what happened i r  
th e  chi  Id ha s a cor-t ro ll  inp e f f e c t  on -its e f f e c t i v e n e s s .  11 
i s  sup a e s t  pc t h a t  severa l  f a c t o r s  v/i t h in  the  chi. m y  
a f f e c t  the  use of s e i f - ^ o r i t '〇r i r 〇 s t r a t e g y .
?ui  ta l ' i  1 i t v  of  the  su b jec t  to  the  use of s e l f - r^on l to r i rp  
s t r a t e g y
I t  was suppeste«J hy rn>'〇pey ( i n p re s s )  t h a t  i t  is  
' c ru c ia l  to dete rmine  wh e th e r  the sub j e c t s  are  amenable to
the  use of  s e l f - mo n i t o r i ng; s t r a t e g y 。 For example， su b je c t s  
who are  su sp ic io ns  of t h e i r  own p e r f o rmance  or  behaviour  
i^einr cuar t  i f  i er> be unsui ted  to  the  use of
s e l f o n  i to  r ing  s t r a t e g y ,  They \-：i ] ] not  con]厂 i t  to  i t s  use.  
Given t h a t  nialadjustec- s tu d e n ts  u s m ] ] y  have g re a t  anxie ty  
over  the  c u a n t i f i c a t i o r ； of t h e i r  ov;n performance  as  previous  
exper ience  v/ere of ten  n e g a t i v i s t i c ,  i t. i s  high ly  p l aus i b l e  
t h a t  the  experimenta l  s u b je c t s  die' not  execute  the  
s e l f - m o n i t o r i n g s t r a t e g y  they  were to ld  to  do. However，
. t h i s  sp ecu la t ion  cannot  be v e r i f i e d  in  t h i s  study,  and
awai ts  f u r t h e r  i nv e s t i ga t i o n i n f u tu r e .
Motivat ion  ard se l f -aw areness
丁he response  se t  of the  maladjusted  s t udents  in the
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classroom might, have been over!earned to the point that it
was difficult for them to be unlearned. As a result, the
subjects might possess very low self-awareness of their ov.n
study behaviours. This conjecture was corroborated by the
self-report of the experimental subjects indicating that
they often found it difficult to remember self-monitor their
behaviours. bven if they were aware of them, the response
cost might be too high, for them to replace deeply ingrained
classroom habits by self-controlled behaviours wllicb were
not immediately gratifying. This point was supported hv the
findings in the second study. It was found that subjects
with 1ow self-esteem did not showed positive change in their
study behaviour. Noting that, children with low self-esteem
were also characterized by their inability to defer
immediate gratification for long term goals (Coopersmith,1967) i_t
offered an explanation why the subjects did not benefit from
the strategy. Neither was the subjects' attempt to
self-control their behaviours supported by any external
contingency.
Abi 1ity to discriminate and use self-monitoring
The use of self-monitoring strategy is contingent on
two abilities: the ability to discriminate when to apply the
strategy; and the ability to execute the strategy to its
end, that is, the exercise of self-control. Again, our
experimental subjects appeared to he lacking of these
abilities. Rased on the subjects' self-reports,
particularly in the pilot study, these students were found
to have most difficultv in determining on their own when and
how to evaluate their own performance. Thev also raised the
question of what marks to he put on the recording sheet.
This contradicted the report in Sagotsky's study in which a
simple self-monitorjng procedure such as the one adopted in
thi. s studv ;as foi• nd to be app 1 i cah3 e to yoiing chi 1 cl ren.
The present observation also contradicted the reports in a
number of studies that children were accurate in monitoring
their own behaviour. Subsecuent to further clarification
and re-training of the subjects through modelling and
rehearsal, subjects bad no problem in putting marks on the
recording sheet. However, the contention that the subjects
had difficultv in discriminating when to self-monitor
remained largely unresolved throughout the experiment.
Thus, there persisted the doubt as to whether the subjects
were ab]e to apply the self-monitoring strategy proper!y in
the experiment.
The observation made by Kanfer (1976) lends further
support to the aforementioned speculation. He suggested
that subjects might self-record negatively valenced
behaviours less accurately than positively valenced
behaviours. This was due to the fact that attention to
undesirable behaviours tended to generate negative
self-evaluation. To avoid such aversive experience,
subjects might. refrain f rem a11end ing to, or not record i ng,
the occurence of undesirable behaviours (Nelson, et a!.,
1976; Nelson,  e t  a ] . ,  ] °77a) .  In view of t h i s ,  Mahoney 〔 in 
p r e s s )  proposed  t h a t  p o s i t i v e l y  valenced  behaviours  shoulff 
be the  t a r q e t  behaviours  fo r  s e l f - r e c o r d i n g ,  r a t h e r  than  
T^erat i vel) r va 1 encec! l'e]\TV„i o u r s , In t h i s  exper im ent， the  
s u b je c t s  v：ere asked to  a t tend  and record  t h e i r  o f f - t a s 1' 
bel-aviours  as  a c.i；e to  e x e rc i s e  s e l f - c o n t r o l . The procedure  
vas  tlnis oper  to  the threat,  of  inaccuracy  in record inp  
ne^at  i velv  va] e.nced behaviours .
Even i f  the  s u b je c t s  \>re re  abl e to  execute  the  
self-ir^oni t o r i  np s t r a  tegy i n the  experiniont , they  m jgh t  have 
f a i l e d  in emi t t  inp s e l f - c o n t r o l  1 pc- behavi our. The nega t ive  
study  hpM t s  r i g h t  he so i n g r a ir.e(l as to  compete s t ro n g ly  
ap;ainst the  se] f - c e n t  r 〇 ] 1 or1 WM’a v i o u r ， espec ia l  lv  when tl 'e 
] a t t e r  vras not  supported  l'v exte rna]  contingency.  
Fiirtl'eriT'ore, the  cl a ss roor  si t u a t  i or> was abimc1 a r t  in 
di s t r a c t  i ve st.irnu] i to  the  ch j 1 d ， to  the  extent, t h a t  the  
probabi  1 i ty  of o f f - t a s 1: hehav i ours  v.7〇ulcJ f a r  exceed t h a t  of 
on- task  behaviours .  Unfor tuna te ]y ,  the  classroom  s i t u a t i o n  
of  nalad  ju s ted  c l a s s e s  i s  ore t h a t  i s  hiph  in d i s t r a c t ! v e  
s t i r m j l i . I t  may be hypothesized  t h a t  the  se j f -m o n i to r in g  
s t r a t e g y  should he more e f f e c t i v e  in si  tiJrit i ons where 
competing st i i-ul  i are  l e s s .
A b i l i t y  to  s e l f - e v a l u a t e
To e f f e c t  behavioural  cl'anpe throu^l) the  execut ion  of 
se l f -m o n i to r in g  s t r a t e g y ,  the  su b je c t s  nu!s t  be able  to
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evaluate their behaviours in terms of their
appropriateness. Thev have to be cognizant of the target
behaviour for self-control, and be able to assess whether
the appropriate self-control led response has occurred to
replace the undesirable behaviour. However, in the
experiment, it appeared that such self-evaluation ability
had not been fully developed in the ma lad lusted subjects.
This was s 11own bv the observat ion that thev consisten11v bad
difficulty in deciding when to record their self-monitored
behaviours, indicating the inability to make self judgement
on their ovr be!a v i ours.
Abi1itv to self-reinforce oneselr
The effect of self-monitor inn can be sustained on!v if
subjects derive self-reinforcement, after an appropriate
behaviour is performed. Otherwise, the continuous use of
sel f-rroni torine strategy gradually deteriorates as the
subjects find no incentive in it. In this study, our
experimental subjects did not appear to self-reinforce
themselves after they had performed the desirable
behaviour. Id en asked what effect the self-nonitoring
records had on their behaviour, the subjects reported that
they felt no greater motivation even after they succeeded in
cmi tt i rye sel f- cont ro 11 ed response. Apparent 1 y, they d id not
consider the adul t-sancti.oned behaviour as reinforci ne; nor
did thev derive gratification from their success in gaining
so 1 f- cont ro 1. On t be other- ha nd, ex t e rna 1 re i n f orcemen( 'a s
a 1 so vanf i t\〇 . There was no cl'anpe in the t e a c h e r f s 
oval i!at i or.? , ineani np that: the  te a che rs  were not aware of any 
n o t i c e a b l e  j r、provc、f了1er!t in the s u b j e c t s ， cl assroor;
bel'a vi our.  Thus， tJ ，e si ■ ;j ec t s ' e f f  o r t  to  exorc ise  
se 1 f-cor.t r 〇 ] , even i 「 fbev had m(Ve svcb a t t . e n p t , c3 not
have beer reinForcce1 hy the  t e a ch e r .
r o n c r r r e n t  response T'enni rer~ent
〒 !、(、 i ral  i " i t ' /  to s r 1 f - r on i  t o r  one ' s  o\.t^ '-'p]：a v i o r r  i^ay 
bp rhie to the  ( Mr f i c nUv  i r  c〇n t r 〇 ' l i n 〇 o r e ’s repsonse v^'er 
o t ]：ei' c o n : p e f r r s p o r s e s  a r 〇 o c x i ' r i r r ， For ex^rp le ,  i t  v;as 
r c,ijr(! 5.!.丨 w 1? r o t  pcciToto"v s e l f - r e c o r c 1 fUirnip
(Vp(.， ic i r t . r r pc t i  ops c o r c u r r r r t  response i n t e r f e r e ^1
viti^ t h e i r  pccurncv f lVs te^r  et Tbe r ^ r f r i r e r t a l
e f f e c t  of conon'rcpt ;  respor .7i r r  v'ps a l so  corfirr^eH in t.re
c ' x r ' c r i n t s  丨、y several  rcscptTcrr rs (Fpstci  n ， ” i ] ]e. r  (c
}:：elst cr, 1C7^ : r ? v i 〇r  r V' a ra ' a t t o ,  l °7r〇 „ ^ ' e y  potec1 tha t
si ；v' i ec t s ;nV e  fever  Er rors  ip sel f - r ecord  i rp t 卜e i r
hehavi e r r s  v：ber. t l ^ y  v；e r r  enpaped in sel f-iron! t o r i ng  al one， 
than \ rl'en t^ov wore enpaper1 in a concurrent  t a s v in a
a(k， i t i 〇r to s e ] f - 「〇ni t o r i r 、p ， (、. p • l eve r  p r es s i ng .  Tn the 
p resen t  s t i f v ,  tbc s r Vi r c t s  v^ere r -acer ! i r  a nati^rs]
c ] 55^ 00^  si fr'at"i oi^  vrhere tl 'cy 1'ar* to seJ f t o r  t ! ：e i r  ovn 
behavi onrs a 1 〇np? i r，  ^ ot: ，^or  compet i r\r tresi s suci^ as
at tenr l inp to t e a c h e r ' s  i Ps t n i c  t i or s^ , ( 如 吓  cl a$S'/'〇rk ,
i p t r - r a r t i n r  w t.h r l ns s i - a t c s ,  e t c .  TTu、 rxerwt ion of 
sr - l f -n 'oni tori i i r  stT-ate^y in sreb n context  i s  ol -vioi - iv an 
ox t: nu' in1 i HcU'i 1 y (Mf r i cn l r  tasl:.
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2. The absence of external reinforcemorn
The ef fee t o f s elf-monitorino on inc rea sino
self-control is baser1 on the behavioural feehbacb one
derives throne}- it. V'hen such feedback is positive, the
incentive t o snstain self-monitorine a nd the consecnent
behavioural chance is instilled. As pointer5 opt earlier,
pal ad justed children ear not possess the ability of
self-eva 1 uatior, nor do they so] f- rei n force themselves for
the self-moni tori no act. 'Hese chi Idren na.v]• a ve endured
1 one rears of negative experience of criticise and 'babel lino
by others tt-at then bave acoui red a steadfast negative
self-concept. Hrderstarbahl v, tb-ey bave little self -regard
for tlorselves, thus rendering so 1 f-rei nf oneerent a. 1 post
alien to tboin experience. To hreab dov.n sue! deep-seater1
to the point that they are aide to sel f-reinforce
themselves. Until then, it mav be bard for these c.bIdren to
motivate themselves to engage in self-monitoning strategy.
The positive effect of external reinforcement on
self-monitoring behaviour mas confirmed by a number of
investigators fPisley F, Fart, 1968; Fixer et al., 1972;
Peterson, .House f Alford, l°7r). Other than positive
reinforcement, punishment, has also boor1 found to be effective
in improving the accuracy of self-recording (Seymour F
Stokes, 19761. However, in the present study, external
cont i ngenoy i s absent to support: se 1 f -moni tor'i ng.
3. The procedural factors in the use of self-momtoring strategy
Although it appears that self-nirotoring is r
singular concept, the covert process associated with it is
in fact af fee ted bv the actual procedure bv which the
st rateris executed. The interaction between the
self-won!torinr procedure and the covert process within the
suh j ec t s is exar i nee- he! ow.
The ratch between the target behaviour and the
self-roni torinr procedure
Nel son et a1 f]P7fO reported that the effectiveness
pr self-nonitorinp is dependent on whether the
self-monitoring procedure fits with the target behavior
being recorded. Tbis point deserves discussion in relation
to the present study. The study behaviours of our subjects,
both off-tasb and on-task, were in a continuous stream. The
procedure adopted in the study required that the subjects
recorded their behaviours whenever they were able to do so.
In other words, if they were alert to monitor and record
their behaviours, they would have to he continuously on
guard and to fill in the records. The procedure therefore
became very tedious to the point that the subjects might
simply cease to self-record. As an alternative, both time
sampling and duration recording, may be more adaptable
procedures than the present one. In addition, whether
subjects like or dislike putting records on slips of paper
would also affect the outcome of self-moniCoring.
Accuracy assessment, of self~recording
Awareness of the existence of accuracy assessment in
the procedure may to another intervening variable. Several
investieaters noted that self-record inn is more accuratev
when self-observers were aware that their accuracy was be inn
monitored than when it was not CLipinski f Kelson, 1974b;
Kelson et a 1., 1975; Iipinski, et a 1., 1975; Failey I,
Peterson, l°77; Santogrossi, 19741. In this study, there
was no provision for the assessment of the accuracy of the
self-records by the subjects.
Social nsycholopical factors
A. number of soci ai -psycholog ical factors were found
to he effective in increasing creator accuracy in
sel f- record i np fForiist e i n, et a 1., i n press; Kami 1 ton 5
forr stein, in press). 71 ese factors include cognitive
consi stencv, consecuonce clarification, public commitment,
the presence of a cueinp statement, feedback to the subjects
on their honesty in entering the self-records, arc' the
presence of accuracy instruction.
P e v i c e of -1 rusi ver.es s
The effects of device ohtrusiveness appears to ho
another variable. Although Proden et al. f7 981) found that
the presence of slips of paper for self-recording study
behavior seemed to have caused increase in studying even
when the subjects did not engage in self-recording response,
the results of the present study did not corroborate this
observation. In the self-report of the subjects in the
present study, a common]y felt problem vas the difficulty to
male a check en the slip of paper provided. They found it
distracting in reminding themselves to record their studv
behaviour vhilsh they were in fact attending to their
study. Further research. or the effect of device
ohstnisiveness is required.
The relative ease of self-recording
Se1f-nonitorinn is denic ted to involve two sten s:
di scriminati nc tbe tarret behavionr and rec.ording its
occurrence. t-.'hen self-monitoring precedure is practised. in
a complex situation such as in the classroom, subjects may
have difficulty in both steps of the procedure. The
classroom situation is rich in stimuli. The subjects may
concurrently engage in a number of overt behaviours and
covert processes. A child may have listened to the teacher
whilst attending to a mischievous act of another student.
The requirement to discriminate target behaviors demands
meta-attent ion which the subjects may not even possess.
Alternatively, a subject may, in fleeting moments, attend to
the target behavior and yet in the stream of events find it
more convenient to record the behavior later or
a periodical 1 y. Both; cases result in poor accuracy of
seIt-recording thus causing a decline in the effectiveness
of self-monitoring on the self-control of behaviour. In
fact, immediate self-recording was found to be more
effective than periodical recording (Frederiksen, Espstein
( Kosevsky, 1P7S).
T ra i r i n a n roc ed u re
The trairi rg procedure adopted in teaching the
subjects the use of self-monitorinn mav affect its
efficacy. In the oresent studv. modelling and role-plav in
controlled situation v-ere used in training the subiects'
self-monitoring technique. Subjects were given discrete
examrios and practices in discriminating and recording
on-task, and off-task behaviors. This training approach
might have overlooked the discrepancy between a controlled
training set-up as compared to the natural classroom in
which the technique was applied. For one thing, there was a
lot of classroom event going on which competed for the
subjects' attention. Moreover, self-monitoring took place
in a continuous stream of events in the classroom, unlike
the condition in the training situation. Nelson et al. (in
press) proved that videotaped practice and practice in the
criterion classroom situation could enhance self-recording
accuracy.
H• Piabsence of effect of self-inst ctional training
The present stuc-y also failed to demonstrated any
positive effect of self-instructional training on the
self-control ability of the suhiects over their study
b eh a v i o i! r s i n t.! -e c 1 a s s ro one A g air, t h e di sens si o n
genera ted froi the review of researches on
self-instructional training will he referred to here. As in
the case of solf-ronitoring, the lack of positive effect is
attributed to a number of intervening factors, many of which
have been discussed previous!v. Therefore, these factors
will not he elaborated here, except for the ones that are
uni que to se 1 f-instnjc.t i era 1 tra i ri ng.
1. The v;i thin-child factors
S i mi 1 a r t e s e 1 f- r on i t or i r e. s e 1 f-i n s t rt ?cti on is a 1 s o
a covert process in the treatment procedure employed in this
study. The suhiects pwere taurht to use covert
self-instruct ion in the experiment as a strategy to regulate
their study behaviour. Agian, a number of factors residing
within the subjects right have interfered with the use of
this strategv.
Suitabi1ity of the subjects for covert self-instruetion
The sub j oc t s we re f i rs t t ra i red to 11 so ove r(:
seJ f - i  ns t  nic t i on , arc1 were then t  a up lit: to  change nrar'ual ly 
t:o covert; se lf .-  i n s t r u c t i o n  in the t r a in in g  pl 'asc. They \.’c re  
asUed t o use covert; s c ] f - in s i . ruc t i  on in the experimental 
p^ri  〇d . r 〇vre v e r , Questions a rc ra i sed as to whether these  
c h i l d r e n  conic1 use cover t  sel  f -  i n s t r u c t  i on as v;ere t o I d in 
mec1 i at  i tip t 卜e j r  stt:d)r behavior  i n the c.1 assrooin durinp the 
exper inen ta ]  per iod .  Carrp e t  a l .  f]?77) arK' CaF'p n c!77)
ohservec- t h a t  when a,np re ss i  vc c h i l d re n  vrero i n s t r u c te d  to 
inh iM  t n react:i on o v e r t ly ,  they c.oulfl perform b e t t e r  tl 'an 
rorn 'a .! chi l(7ren . On t T;e ctl^er h.and, vThen they v/ore asl'er- to 
per  F e r r1 t s a m e  i r'hi ：N j t :i oi： with covert  se] f  - i ns t  :mc t i or;， 
the nut core ra s l e s s  cors i  s ton t  a nc3 worse than th a t  of t l ：e
norr.a] chi 1 ever. I t  appears then th a t  aggros si ve c h i ld re n
f a ] ]  i'eM conpaT'cc7 w i tv' r o r^ a l  c.h i ] Or^r, i r the
devel oppent?] phenoi'irenon of usi np. speech to rr；e d ict e  
behavi 01 t . Ar^ress  i ve c h i ld re n  w e  le s s  versa t  i 1 p corparer^
wi t}‘ nor  ir> a 1 cln Iclron in usinp covert  sel f - i  ns t  rue t.i on. J t
i s specu] a tec1 the  san;e devel opnental re t: a rc! a t i on may happen
to  our s u b je c t s  t o o ， they v，e re  a 1 so foimd to be
a^^re ss i  ve and in'pul si ve.
Motivat ion  ar(! sol f-awarencss
八 p a i n ， i t  i s  not c e r t  a in i f  tlie su b jec t s  v;ere
r e s i l i e n t  in using covert  s e l f - i n s t r u c t i o n  to mediate the:i r  
study l'.'ehaviour in the experinenta]  per iod. Si mi 1 ar to the 
p o in ts  r a i sed  i n the caso of s(、l f - m o n i to r i n g ， the sub j r e f s
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might not: have the  mot iva t ion  to consc ious ly  app ly the
s t r a t e g y .  Again,  t h i s  con j ec tu r e  was supper tec- l v^ t l ：e 
r e s u l t  of the  second study.  Fxper icenta l  s ub j ec t s  wi th lc_v,了 
s e l f - e s t e e m' and externa]  locus of cont rol  f a i l e d  to  show 
p o s i t i v e  c」w ^ e  in t h e i r  s t u dy behaviour ,  as was the case 
f o r  t h e i r  c o un t e r p a r t s  wi th h igher  se l f - es t eem and in t e rna ]  
loci!S of c o n t r o l . The i n f e r e n c e , basing on t h i s  f i n d i r ^ 5 
\';as t h a t  s u b j e c t s  wi th low s e ] f - e s t e e n  did not  be l i eve  they 
could change t h e i r  behaviour .  Likewise， su b j ec t s  with
e x t e r n a l  locus of con t r o l  would a t t r i b u t e  such change to  
e x t e r n a l  e v e n t s , \vbicb l ad nothing to do wi th t h e i r  e f f o r t  
in s e l f - c o n t r o l • Pence,  t hese  sub j ec t s  vould not be 
mot ivated to use the se l f - co n t r ol s t r a t e g v  they were
. I r  f a c t ,  i t  i s  suspected thc\t tbev P'ipbt not  even 
be au>are of t h e i r  ovm s tudy behaviours  i f  they were a l r eacy  
hpbi t u a t e ^ .  IT t h i s  the case,  the si^：j e c t s  v/oulr" not
employ cove r t  s e l f - i n s t r u c t i o n  as t o h 1.
Ab i l i t y  to  d i s c r i mi r a t e  and use s e l f - i ns t r u c t i o n a l procedure
As in the case of s e l f - mo n i t o r i n g ,  the same
d i scu ss !  op a p p l i e s  here  too t h a t  the subjec t s  inipht not be 
aM e  to  r^iscr i r r inate  off~tasV behaviou r s . The na t u r a l  
classroom environment was ^u]] of abundant supply of
e x t e rn a l  s t imul i  which might have d i s t r a c t e d  our s u b j e c t s '  
a t t e n t i o n .  Fur thermore， i t  these  behaviours were so
ha b i t u a t e d ,  they v:orln have d i f f i c u l t y  to d i s c r i mina t e  
them. I f  t h i s  be the case ,  the subjec t s  would not have
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applied the strategy even when they were engaged in off-task
behaviours. In fact, the subjects had not been trained to
discriminate the occurrence of off-task behaviours which
cued their use of self-instruct ion. The training condition
adopted bad not simulated the actual classroom application
condition in this important aspect. In addition, they did
not have the benefit, as did their counterparts in the
self-monitcrinp group, cf the cueing aid provided by the
slip of paper for self-recording purpose.
As the procedure was a covert process, there was no
wav ascertaining if the subejets did use the strategy in the
experimental period. The self-report of the subjects in the
pilot. run indicated that they often forgot to use
self-instructional strategy to regulate their behaviours.
In light of this, it seems that these subjects did not




Camp 8 hash (1978) observed that aggressive pupils
talked a lot, but their verba] output was largely immature,
self-stimulating, and often irrelevant to the task at hand.
Such verbal output was also observed among maladjusted
students in the classroom. As a result, concurrent verbal
output would interfere with the use of self-instruction.
Besides, the subjects were also enagaged in their classroom
activities which might also compete with the
self-instruction response.
The se]f-instructional process
Given the observation that aggressive children are
less competent in using covert self-instruction, the
subjects in this study might have difficulty in executing
the strategy in the actual classroom situation. In light of
this, it appears that a systematic shift from overt
self-instruction in the beginning to covert response later
on may be a more effective strategy for the subjects.
Kith regard to speech plans, a simple inhibit ive
speech plan was used in this experiment. However, it
appears that there is a case for more detailed and specific
speech plan to be used. To our subjects, even when they
were cued by an inhibitive speech plan, they might not be
able to perform the irfcompat ible on-task behaviour that
accompanied inhibition. Whilst they were cued what not to
do, they nipht need additiona1 help to get on with what to
do and how to do it. In such case, a more detailed speech
plan might be required, which incorporated both inhibition
and task content. Inhibition may simply cause a delay in
the maladaptive response, it has to be supplemented by
providing the child a repertory of alternative responses to
replace the maladaptive behaviour. Admittedly, this
conjecture contradicts the assumption that on-task behaviour
is within the behavioural repertoire of our subjects. Thus,
this assumption should not be taken for granted.
:sere are also indications that a more organized
approacn is needed to help children to execute
self-instruction (Meihenhaum S Goodman, 197]; Camp f Bash,
198). It includes helping children to acquire an initial
understanding of the problem and the use of salient cues,
such as questions and cue cards, to guide self-instruction.
In the present study, there might be too much independence
for the subjects without adequate support given to them to
execute the strategy. There was no in-vivo training, and no
help or cue given in the classroom. As a result, there is
doubt as to whether the subjects could execute the
self-instructional strategy in the complex classroom
situation.
3. Prob 1 ems re 1 at.ed to the training of solf-lnstnrcti on
procedures
The training period might be too short for the
subjects to master the self-instruction procedures. After
the modelling of the strategy by the researcher, the
subjects were coached to use overt self-instruction.
However, there was no systematic fading of overt
self-instruction to the covert form. In addition, the
training situation was dissimilar to that of the classroom
situation in which the procedures were to be executed. In
view of these inadequacies, it was uncertain if the subjects
could make consistent use of the straterv in the
experimental period. As noted by Camp et a] (1977), a
one-shot eight-week programme for aggressive boys obtained
the least success to decreasing aggressive behaviour. It
was surges ted that these children might need more intensive
training before they could master the strategy.
In a one-shot training wi th the researcher as the
mode!, the subiects might have overlooked the crucial
features of the model's behaviour, copying only those
superficial aspects of the strategy. As a result, they
might exhibit only monotonous, meaningless repetitions of
the model's speech with no internalization of the actions
fCamp f fash, 1978). To resolve the problem, Shure (1971)
suggested that spontaneous imitation of peers' behavior was
rriorR effective.
Another prolyl em arises From the fact that the
training of subjects in self-instruct] oral strategy took
place outside the classroom context, in which the strategy
was to be applied. Thus, the training situation was an
artificial one so that the subjects might have difficulty in
generalizing stragegv use to real life situation in the
classroom. This caution was corroborated by Shure f Spivack
(19741 who observed that the generalization of social
behaviour outside the training programme was difficult
unless this element was explicitly included in the programme.
Motivational factor was overlooked in the training
procedure adopted in this study. To reinforce the actual
execution of the strategy by the subjects, two additional
features should he incorporated into the training. First,
the subjects must acquire an understanding of the cause and
effect of the strategy or. their study behaviour. Otherwise,
they would rot he motivated to persevere in the use of the
strategy. Second, the subjects would require some standards
for evaluating outcome. Such self-evaluation would provide
the feedback as we!1 as self-reinforcement for the subjects
to continue with the strategy.
I. Self-esteem, locus of control, and self-control
The results of the second studv confirmed that there were
significant differences between the personality traits, namely,
self-esteem and locus of control, of maladjusted children and
those of ordinary children. In general, maladjusted children
had a more external locus of control and a lower self-esteem, as
compared to ordinary children. This implied that maladjusted
children would he less motivated to attempt exerting
self-control over their own behaviours because they tended to
attribute the cause of events to externa! variables. Even if
they had made an initial attempt to do so, they would soon be
overcome by a feeling of futility as gendered by their low
self-esteem. They were convinced by their past experiences of
repeated failures that they could not he successful in making
anv achievement. Thence, the self-fuif111ing prophecy operated
once again leading to self-defeating result.
The detrimental effect of these personality deficits was
also manifested in the relative success these children achieved
in using self-monitoring and self-instructional training as
strategies to help themselves regulate their own behaviours,
both strategies could he successfully employed by those subjects
who had higher self-esteem and internal locus of control,
leading to positive chance as a result of better self-control of
their study behaviour. The same strategies, however, failed
with, other subjects whose self-esteem wa s lower than their
counterparts, whose locus of control was more external. Thus,
the self-control interventions investigated in this study seemed
to produce differential effect on the self-control ability of
ma lad justed children, even though, they represented a relatively
homogenous group. Both self-esteem and locus of control were
proved to he the determinant of such differential effect. As an
extrapolation, it was exptected that these two strategies would
he more effective when applied hv ordinary children.
Chapter 5 Summary and conclusion
A. Pat i ona 1 e a nd oI i ec t. i ves
This study was initiated to investigate the use of
self-control interventions, namelv, solf-monitoring and
self-instructional training in improving the study heliaviour of
maladjusted children in the classroom. The most notable problem
of maladjusted children in this respect is their inability to
rem 1 ate their studv behaviour. Tbev have difficulty to resist
temptation art are easily distracted hy tas1'- i rrelevant stimuli,
in the classroom. They are unable to inhibit off-task behaviour
and to sustain on-task behavior 1 onp enourh. Thus, it uas
considered worthwhile, at the inception of this study, to
investigate the potential application of self-control
interventions to help these children to regulate their own study
behaviour in the classroom. If interventions of such' mere
proved to be effective, tbev could replace other forms of
behavioural interventions in classroom management, since they
did not: require any adaptation of the classroom process, nor
place extra demand on the teacher to operate as a behaviour
control agent in the classroom. Yet, there was a notable
absence of local research in this area, thus pointing the need
of this study. Furthermore, a field qua si-experiment design was
adopted, in preference to laboratory study, since the former
woi'Id mi nirni ze the threat to its eco 1 egi ca 1 va 1 i d i ty.
An extensive review of self-control literatures was
conducted, upon which two self-control interventions, namely,
self-monitoring and self-instructional training, were selected
for investigation in this study. Both had considerable research
evidence in supporting their efficacy for modifying behaviour,
though the bulk of it came from laboratory experiments. In
light of this, the first study was aimed to evaluate the
effectiveness of these two self-control interventions in helping
maladjusted children to self-regulate their study behaviour in
the classroom. A. secondary purpose was to find out whether the
change in subjects' study behaviour, if there was any, would be
reflected in the teacher's evaluation of them. The observers
and teachers involved in the study were blind to its purpose and
the experimental conditions the subjects were assigned to. Both
the teachers and the subjects were first familiarized with the
presence of the observer in the classroom. The observers were
given extensive practice in using the classroom behaviour
checklist. Finally a pilot study was first carried out to
rehearse the experimental procedures and to pretest the
instruments used.
In the second study, the two personality factors, namely,
self-esteem and locus of control, were investigated for their
moderating effect on the efficacy of self-control
interventions. It was postulated that maladjusted children were
notably lower in self-esteem and more external in their locus of
control as compared to children in normal classes. This
assertion was verified first by comparing the profile of grade 3
to 6 students in two local special schools for maladjusted
children with that of grade 3 to 6 students in a normal school
on these two personality factors as measured hv the self-esteem
scale and locus of control scale. It was hypothesized that
subjects with low self-esteem and external locus of control
would be less responsive to self-control intervention.
B. Find inns of the study
Contrary to what was expected- giver the bulb of research
evidence all pointed to the efficacy of self-monitorinp and
self-instruct]oral training- the first study failed to show any
verifiable effect of both forms of intervention on the study
behaviour of the subjects during math periods. The same
negative result was obtained when the data were re-analysed
again for a shortened post-treatment phase of three days. Thus,
the absence of eff ect: could not have been caused by the
inabilitv of the sub 1 ects to sfistain the use of both strategies
in the classroom for an extender period of post-treatment
phae. This result was corroborated hv analvsing the pre- and
post.-scores of the teacher's evaluation form. There was no
significant change in these scores either.
On the other hand, there was moderate level of positive
c:orre 1 at i on between the hebavi oura 1 observa t i on scores and the
teacher's evaluation scores. In other words, subjects who were
observer' to be on-task basing on the classroom behaviour
checklist 'mould be so evaluated by the teacher. This implied
that the teacher's evaluation score is to some extent indicative
of the student's study behaviour actually observed in the
classroom. Furthermore, the classroom behaviour check 1 i st.,
though simple in its design, is a valid instrument for the
recording of students' study behaviour.
The findings of the second study confirmed that there exists
certain personalitv factors- in the present case, self-esteem
ap' 1 oc11s of contro 1- id• ic 1' operate as intorveninc variah 1 cs in
determining the outcome of self-control techniques. Tims,
subject characteristics should be taken into account in applying
sclf-c.ontro 1 interventi ors to effcct change in the i ndi vic!i1 a 1.
Fven within a relatively homogenous croup of subjects, such as
ma 1 ad justed chi 1 dren, these suhiect charac:teri stics st i 11
operate resulting :ir differential eutccme of self-control
strategies. Thus, some children i h 11 benefi t from this mode of
intervention v.Ti 1 st others .vil? not. In this study, only two
such personality factors were investigated, future researches
should also consider other personality factors as well.
C. Learning derived from the study
The negative result of the first study testified once
again to the complex nature of the self-control process, and the
formidable task of applying self-control interventions in
real-life concerns. In the subsequent attempt to look for
plausible explanations For the present findings. an extensive
a it' detailed examination of past researches on the topic proved
to be fruitful, A number of intervening variables mere
identified that might have intenacted with the self-cont no.1
process set off bv self-mopitorino and self-insfruetien, thus
affecting tb.e effects of these two intervention strategies in
helping the subjects to self-regulate their own behaviour.
These intervening variables fal1 into two groups: vithin-ehi1d
factors and procedural factors. In the second studv the effect
of the su] iects' self-esteem and 1 ecus of control on the outcome
of sel f-noni t or i rig and self- i i:st rue t i ona. J training were studied.
V'i th i r -ch i 1 d factors
T!le vi tbi n-cbi 1 d factors are 11 ose cevert processes,
1 nd ividua 1 c baracteri sti cs, ar(1 a 1• ili ties rcsiding i. tbin t;he
individua1 chiId which affect the outcome of so'f-control
intenvent ions.
1. The suitabi lity of the sul iects in using self-monitoring or
sel f-irstrijc.tion as strategi es to ai d se 1 f-contro 1 needs to
he considered. Tt i;as noted in the review of research that
ma lad lusted children had anxiety over the quart ificat ion of•»
their ovr performance. Thus, the use of self-monitoring
might be anxiety arousing and would therefore be
counter-productive in aiding on-tash behaviour. In the case
of self-instruction, maladjusted children were found to he
inept in nsinr covert se1f-instniction to inhibit off-tash
behaviour. Tn summary, there is the need for matching the
kind of self-control .interventions v.ri t.k sub iect
characterjsties.
2. The motivational factor should hardly he overlooked if
self-control interventions are to he usee' effectively. The
motivation of the individual vn 11 determine his resilience
in using the strategy, and his tendency to self-recti! ate
whether hi s intended coal is readied through stratew use.
Thus, subjects v.i 11 sustain the use of self -moni tori no of
sel f- i rust met i or on 1 v if they have n genuine concern ir
recul at i pp thei r studv 1 -e'xavi our. F1•rthormore they nil 1
also monitor nosh rive charre, if arv} as a result of their
effort in self-cortto 1. Tfa• s, motivatiera 1 st rategv shoi11d
bo considered a!orpside self-control intervention if the
latter is to he successful in effect irg self-repel at ion of
behaviour. This is particularly relevant if the subjects
are 1ovt in self-esteem and tend to attribute events to
external locus of control It lias been shown in the second
study that self-control training may not he effective for
children with lev self-esteem and external locus of
control. Father, the focus of intervention should he placed
on improving their self-concept and helping them to develop
internal locus of control. Only rhen such personality
traits are established can these children benefit from
s e 1 f- c o n t r o 1 t r a i n i n p.
3. Given that the motivational factor is important, the logical
question that follows is: What are the sources of motivation
for the individual to engage in self-control? The change
goal set by the individual is of course an intrinsic source
of motivation. Unfortunately, this is precisely what our
subjects are lacking. In fact., there is a high probabilitv
t hat i nd i v i du a 1 s v;h o a re weak i r s e 1 f- cont ro 1 a re no t
self-directed or goal-seeking, though such generalization
may have been a bit overstated. Nonetheless, the use of
motivational .strategy to couple with, self-control
interventions is worth- pursuing. It is suggested that: the
inability of the subjects to self-evaluate and
self-reinforce might have undermined the effectiveness of
both strategies used in the studv. This notion is supported
bv a number of past researches that self-reinforcement
shculd be incorporated into th e self-monitoring as we11
as self-instruction procedures. Alternatively, external
contingency can be combined with self-control interventions
to attain better treatment effect.
4. The ecology in which self-control interventions are used is
another significant factor to consider. In the natural
environment, the individual has to respond to a complexity
of concurrent stimuli. Thus, the application of
self-control strategies lias to compete with other concurrent
responses, some of which are so habituated. As a result, it
will require conscious effort of the individual to persist
in. the use of self-control strategies. Even if the
individual is resilient enongbt, he may fault somehow in
discriminating when. to use these strategies in the flow of
events in the natural environment. It. demands certain
degree of meta-attent ion which the individual may not
possess. Such consideration of ecological constraints is
markedly absent in laboratory studies. In the present
study, the training procedures to teach the subiect
self-monitoring and self-instruct]on were also faulted for
the lack of regard of the classroom context in which these
st ra ten i es vjcai 1 d !:-e i:sod.
P r o c e d ura1 factors
The other set of factors that may account: for the negative
find ires of the present studv is re la tec' to the training
procedures in the use of sel f-renit.oring and self-instruct] on hv
the subjects, as well as the procedures of the self-control
s t ra t. eg i e s them s e 1 ve s.
1. Even if the self-control process hypo the si zed to he
initiated by the two self-control strategies, ie.
self-moni toning and self-instructional. training, is
correctly represented, the procedures bv which the two
strategies are to be executed seem to be unexpectedly
intricate. In the case of self-monitoning, its efficacy is
influenced by a whole lot of factors, such as device
obtrusiveness, the accuracy of self-recording, the
availability of cueing aids, arc' the schedule of
self-recording. Moreover, the interactive effect of these
f actors on. the outcome is Far from clear. Libewi se, the
efficacy of self -instruct ion is influenced hv th.e content
and structure of the speech plans.
2. The application context in uhich these strategies are to be
applied is another determining factor vi th regard to their
efficacv. Tf a strategy is found effective in a laboratory
setting, the same set of procedures may be severely
undermined by various extraneous influences in a natural
set tire. In the study, it; v.:as found that the suHects had
-:1 ifflenity in sust.aj.jmng the use of both strategies in the
classroom. The adaptation of intervention procedures
developed in laboratory experiments to their application in
natural environment is definitely a research area by
itself. Such adaptation is unl i.helv to he straight fon ard.
3. To some extent, the issue of adapting ia.loratory-developed
intervent i on st rategi es to rea 1 -1 i f c arp 1 i.cat ior can be
r e solved h v a c op t i n g i v i v o trai n i 11 g p r ocedures. In
retrospect, the biggest mistake in the present study is the
sav the subjects mere trainee to use these tvo sel f-control
strategies. The subjects were coached these procedures in
isolation from the actual classroom environment in uhich the
procedures were expected to apply. As a result, they were
virtually 1 eft to themselves to improvise for what they had
not been trained to do in the classroom.
4. In the earlier discussion, the question, of motivation was
raiser] in connection with the incentive for the individual
to he resi.1 i ent in using the self-contro 1 str;11egies t hey
were taught. The procedures .involved, on the other hand,
may al so affect, the i no i vi dua 1' s mot i vat ion. Pro cedures
that are tedious to apply wi11 discourage the individual
from continuously using it. As another example, subjects
who dislihed their behaviour being Quantified, or putting
records on slips of paper, would also cease self-monitoring
it the studv.
P. The application of self-control interventions in educational
pra cxice
when the study vas first conceived, the potential
application of self-control interventions in educational
practice vas one of the driving forces behind its
materialization. Pespite its negative results, the studv
nevertheless lends valuable insight into the general issue of
transfo rm i n g p s y c h o 1 o g i c a 1 ?e c h r. i qi? e s d e v el oped i n 1 a b o r a tor y
experiments to real-1ife intervention strategies.
Fi rt laboratory studios are so designed as to control as
many extraneous factors as pes si bl e so that the effect of the
experimental variables can be studied free from contamination.
Whilst the researcher can claim validity and reliability of his
findings, these findings are true only in the strict
experimental conditions from which they are derived. In fact,
all laboratory findings should he interpreted with this caution
i. n p i n r1. Ai1 v a 1t e mp t t; o e e n e r a 1 i z e] a 1 o r a t o i y f i n c i n a s t o
natural settings is therefore .illegitimate, unless the findings
can he replicated in the particular setting concerned. However,
when a .1 ah oratory study is replicated in a field experiment, the
control of extraneous variables is no longer enforceable. As
such, the conceptual design of the original study will have to
he revised to tabe into account of the extraneous variables
formerly excluded from consideration. In fact, this involves a
second order theorizing which departs markedly from the original
conceptual design. For instance, both the self-monitoring and
s elf-in st ri :c. t i or; a 1 s t r a t e r i e s; i 11 h a v e t o h e re-desi gnc c i r i
order to a cant t.e the classroom setting in which thev are
applied. Theref ore, even though1 the sel f-control strategies
used in this study have beep shown to he effective in most
laboratory studies, this does not imply that they will he
equally effective when they are used in the classroom.
Pot vi t.hstand i re the formidable problem involved in
transforming psycho!ogical .echnicues developed in 1ahoratory
experiments to intervention strategies applicable in real-life
situations, the value of laboratory Findings should not be
disregarded. They offer unambiguous evidence as to the
re 1 ationsh.ip betweer: sets of va riab! es when the experimenta 1
conditions prevail. by gradually building up a pool of
interrelated research findings, a conceptual plan can then be
constructed for further testing and revision. It is based on
such research product from laboratory experiments that field
experiment can be designed to initiate another round of research
process, this time aiming at a product that has applicatioi
value in real-life. The present study may we.11 be interpreter
in this lip) it as part of an ongoing research process. I
contributed to this process bv showing that se If -non i tori rig air
self-instructional training, in the manner they were tested ii
the s11idv failed to generate positive effect on the suhiects
studv behaviour. 'ore important, the learning and insight
generated in the subsecuent analysis of the research experience
added to t]ic growing body of Vnow!edge on the subiect matter.
I7. Research needs in future
The efficacy of self-control interventions has beer
supported bv a wealth of research evidence from laboratory
studies. Even though this study failed to arrive at the same
conclusion in its classroom application, one should not
foreclose f uture research effort in this area. The author
strongly recommended that tins study 1 c replicator, with tre
foil ov.i nr mod i f i ca t i on s:
1. The procedures foil owed in the two strategies should be
revised to adapt to the classroom setting. In the case of
self-moni toning, a durat.i on-recording procedure, coupled
with cueing aids, should he incorporated. This will help
the suh jec.t.s to susta i n the use of t bi s st ra tepv i n 1.11e
classroom. In the case of self-instruction, a more
elaborate and systematic speech plan may he more effective
than t he one used in tins study.
2. The training procedures adopted in the present studv should
be revised to include more elaborated accuisition procedure
in the beginning of training, and a systematic practising
procedure in real-life application afterwards. It is
suppested that in-vivo training, video-modelline, and
reinforcment contingency should be adopted in the training
of subjects to use these strategies. In the case of
self-instructional training, a fading procedure to shift
overt self-instruct ion to covert ore should be incorporated.
3. The motivational factor is too important to he neglected, as
it was in this studv. It is suggested that
self-reinforcement should be included in both strategies as
an indispensable treatment component. Furthermore, the
feasibility of combining self-control with contingency
management is a potentially productive area for future
investiration. f.
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Form 1 alpha= 0,9634 Form 21pha= 0.9751 Form 3 alpha= 0.9780
APPENDIX G
a) Pilot Study: Baseline of the classroom behaviour observation of
individual subjects




























Note: maximum score is 8
b) Pilot Study: Baseline of classroom behaviour observation by croup































Note: maximum score is 8
• APPENDIX H
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Forr 1 alpha= 0.9699 Forr 2 alpha= 0.0770 Forn 3 alpha= 0.0707
APPENDIX 1
Locus of control scale
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Reliability Analysis of Locus of Control Scale
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Overview of studies on sel f-instnicti ona] training































- nature of S.I.: svste-
matic plan
- puidance and self
reinforcement






- nature of S.I.:
reappraisal of stress





























from overt to covert
S.I..











afraid of the dark
compare nature of S.I.:
i) reflect competence
i i 1 reevaluate situatior
iii) distractive
statements







adults nature of S.T.: copying
statements
to control anxiety dositive
Spivack 6 Shure laboratory disruptive preschool
chiIdren
nature of S.I: problem
solvinp













nature of S.I.: problem
solvinp

















from overt to covert















upper class 4- 5 12
years
compare nature of S.I.:
- temptation inhibition
- task facilitating plans




inhihi 1j tion pians
supercede task
facilitating plans






preschoolers nature of S.T.:
- temptation-resisting
verbalizations
- verbalize an arithmetic
problem before writing
an answer
to increase academic positive
performanee
APPENDIX L (CONT'D)
Overview of studies on sel f-inst met i onal training (continued)





chiIdren nature of S.I.:
- temptation-resisting
verbalizations
- verbalize an arithmetic
problem before writing
and answer
to increase academic positive
performance
Parsons, 1972







- task analytic problem
solving







Grade 7£ 8 children
with reading deficits
nature of S.I.:





































chiId ren training: use oral game-











































2-4 year olds external verha-
1izations
to del ay reac tions 4 vear olds letter







compare nature of S.I.:
i) positive wnit S.T.
ii) negative S.I.
iii) no. S.I.





























compare nature of S.T.: to decrease cheating
i) positive wait S.T.
ii) negative S.T.
iii) no S.T.





Overview of studies on self-instructional training (continued!








chiIdren use of S.T. to increase self
control
no generalization effect
Robin et a 1, 197! 1aboratory
study




Mecham, 1977 1 aboratory
study
3-6 year olds external verbalization:














Slnhy, 1973 1 aboratory
study
G.l 6 2 • nature of S.I.:
temptation inhihilition
S.I. embeddedin a long
narrative, and overly
simple







G.l - use of S.T. to attend to teacher negative
Green 1975 1aboratory
study





























Toner et a 1,
1978





























i) S.I. rehearsal only
ii) S.I. rehearsal+
application training
to climinate fear S.I. rehearsal+
application training


















Overview of studies on self-instructional training (continued)










mode11ingof cognit j ve
strategy did not
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VcFall r Mamren,
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student notivat inn reduce snob inn reduce smoHngrare
bipins' i et a1
1975
Smokers motivation reduce smokinr
Broden, I'nil
Mitts. 1971
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classroom setti
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ng increase positive socit
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containing value
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f i i i I mostrear t i ve
Peterson ct al
197r-
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F-'omanczvk, 1°74 laboratory study self-monitoring of
daily weight and
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weight only.'
weight control daily weight+ calorie
intake produced better
weight control
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effective than to 57 actual
Gottmon 5 cFall cross-over
1 °72
students 5?' classroom participa¬











increase in study tire SM honefit those who are
unaware of studv time
APPENDIX M (CONT'D)
Overview or snwHrs or sol f-moni torinp (continued)
Apt he Research Pesic Siib j pc Variables manipulate Tareet behaviou P,i f rnrr.f
Kolb et a 1, If bp experimen feedback and reinforc
mcnt
to work on individu
proiects
reinforcement facilitatei i y
bvman ct a
1 97?
experiment boy reinforcemen tent cleaning increased in SM tent—1n'inl r n
Kanfrr, 197 experimen timing: to use SM
prior to the occurence
of undesirable bebavic
stop undesirablfKhr i ni it
rrontor ronrtivitv
Pozens'-y, 1 °7 case study timing: self-recori
before smoking
decrease smokine greater reactivity




timing: SM food intal
prior eating
weight loss creater rear rivit
Thomas, 1971 laboratory study teachers timing: SM from
videotape
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Mahonev et al,
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the children vere work in?
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laboratory exp . 7-10 yr. old self-monitorinp f,
self-reinforcement vs.
external reinforcement
wheel turning sel f-moni tori np f, self-
roinforcemcnt are at
least as effective as
external reirforcerert
McFa11, 1°7 0 student not motivated Reduce ciparette smohir increased smoking ratrc
bipinsH et al
197F
oxporirent smokers not motivated
y
Reduce ciparette smokinf increased snokinp rates
Nelson ct a 1
1976
experirent young children T i mi nn' increase appropriate
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